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ABSTRACT 
This study blends educational, psychological, and applied anthropology to examine a 
significant social problem in the United States. More specifically it offers new insight into 
how gender roles and acculturation relate to motivational factors that affect academic 
achievement among students of Mexican heritage in the Midwest at the high school level. 
The working questions of this study were answered, at least preliminarily, by qualitative 
analysis of the data. Gender affects acculturation outcome, and acculturation outcome affects 
academic achievement. From this study a pattern of academic selection for students of 
Mexican heritage at the high school level was developed to describe the observed 
relationships between gender, acculturation, and academic achievement. The findings of this 
study were used to suggest possible ways to improve academic achievement for Hispanic 
students in the Midwest. In the Midwest, the low academic achievement of Hispanic 
students is currently a critical issue due to prevailing trends in Hispanic migration. If efforts 
are not forthcoming to develop new practices, policies, and paradigms by educational 
institutions of the Midwest, there will be a persistence of low academic achievement in an 
expanding proportion of its population. 
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INTRODUCTION 
The education of minority students is currently a critical issue within the American 
education system (Nelson et al. 1996). A cultural conflict between the mainstream American 
culture and that of minority cultures is believed to be the primary cause of low academic 
achievement among many minority students. Central to this study is the concern related to 
the confluence between culture and gender effects on academic achievement as discussed by 
McCormick ( 1994 ). 
Students of Mexican heritage were the focus of this study, because Mexicans 
represent the majority of Hispanics in the United States, as well as exhibiting one of the 
lowest average academic achievements among minorities. Despite the concern with 
educating Hispanic students, relatively little is known about them as a cultural entity in 
American education. In areas with relatively long histories of dealing with Hispanic 
populations, basic demographic information is unknown for most schools (President's 
Advisory Commission on Educational Excellence for Hispanic Americans 1992). As stated 
by Rumbaut in the context of California, 
Yet for all of the political controversy surrounding the public education of 
immigrant children - and even though they will become a crucial component 
of the larger economy and society in the years to come - very little is in fact 
known about their educational progress and adaptation patterns to date 
(Rumbaut 1995:17). 
In the Midwest where Hispanic immigration is a recent phenomenon (Howlett 1995) the 
situation is even more ambiguous. 
In the following pages the role acculturation plays in the academic achievement of 
students of Mexican heritage and how gender performs a role in their acculturation is 
examined. This investigation is intended to add to the small body of knowledge available on 
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students of Mexican heritage in the school systems oflowa, and to offer possible ways of 
improving their academic achievement. This improvement is intended to encompass both 
school performance and school retention of students of Mexican heritage, as well as of 
Hispanic students in general. 
This study took place during the spring of 1998 at the high school in Marshalltown, 
Iowa It included in-depth interviews with students and teachers, as well as participant 
observation in the high school help room that is frequented by Hispanic students and other 
parts of the school. The student interviews consisted primarily of questions about 
migrational history, family structure, attitudes on academics, gender roles, as well as 
questions specific to the Bidimensional Acculturation Scale for Hispanics (BAS) developed 
by Marin and Gamba (1996). Additional information on the students' grade point averages 
was acquired from the school administration when proper consent was obtained from both 
students and their parents. 
Hispanic Demographics in the United States 
The current concern with Hispanic education is well merited due to the recent 
increases in the Hispanic population of the United States, especially in the Midwest. 
Hispanics can broadly be defined as, 
... those who classify themselves as a person of Mexican, Puerto Rican, 
Cuban, Central or South American, or other Spanish culture or origin, 
regardless of race (President' s Advisory Commission on Educational 
Excellence for Hispanic Americans 1992:2-2). 
During the decade from 1981-1990 the number of persons of Hispanic origin in the United 
States rose from approximately 14.6 to 22.4 million. This represents an increase of 65 
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percent, which can be compared with a growth rate of9.8 percent for the total resident 
population of the United States. It is predicted that from 1990 to 2010 the Hispanic 
population will increase from 9 to 14 percent of the total United States population. During 
this time Hispanics are also predicted to replace African Americans as the largest minority 
group in the United States. People of Mexican heritage make up approximately 63 percent of 
the American Hispanic population (President's Advisory Commission on Educational 
Excellence for Hispanic Americans 1992; Grossman 1995). 
Due to frustration with racism and poor economic opportunities in the Southwest and 
in California, the last decade has seen a surge in Hispanic migration to the Midwest. 
Between 1980 and 1992 the Hispanic population in the Midwest, which includes Illinois, 
Michigan, Ohio, Indiana, Wisconsin, Kansas, Missouri, Minnesota, Nebraska, and Iowa, 
increased from 1.2 to 1.8 million. This growth seems even larger when it is taken into 
account that during this period the European American population of the Midwest decreased 
by 400,000. In Iowa the recorded Hispanic population grew from 25,536 in 1980 to 37,489 
in 1992, a 46.8 percent increase (Howlett 1995). 
On August 29, 1996 an article in the Des Moines Register stated that the Hispanic 
population of Des Moines has quadrupled since the 1990 U.S. Census. The article also 
indicated that "Hispanics are drawn to Des Moines by the school system, lower crime rate 
and the availability of jobs" (Wagner 1996). The increasing presence of these migrants 
testifies to the growing need for school systems in Iowa to deal effectively with the education 
of Hispanic students. Adjustment strategies of the schools for the Hispanic students will be 
difficult to implement without first understanding the experience of Hispanic students in 
schools and the factors which allow some Hispanic students to fare better than others. 
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Academic Achievement and Hispanic Americans 
Although some Hispanics do well, the majority of Hispanic students exhibit low 
academic achievement within United States schools, which includes poor performance and 
high dropout rates. The President's Advisory Commission on Educational Excellence for 
Hispanic Americans has indicated that: 
Available measures and indicators show that Hispanic Americans are failing 
to meet the National Education Goals and are progressing more slowly than 
other groups (1992:xiv). 
Warren (1996) found that in the final years of high school adolescent students of Mexican 
heritage who were born in Mexico are at an educational disadvantage relative to European 
American adolescents. At every grade level the average academic achievement of students 
of Mexican heritage is lower than that of European American students. Students of Mexican 
heritage born in the United States are almost twice as likely to repeat at least one grade than 
are European American students. The average dropout rate for students of Mexican heritage 
is 35 percent, which is almost three times higher than the rate for non-Hispanic students. The 
dropout rate for Hispanic students reaches as much as 80 percent in some areas of the United 
States (President's Advisory Commission on Educational Excellence for Hispanic Americans 
1992; Grossman 1995). 
In a California study of immigrant school achievement, Rumbaut (1995) noted some 
differences between Hispanics and other groups of immigrants. First, with the exception of 
Hispanics, all of the bilingual immigrant minorities outperformed monolingual English 
speakers of the same ethnicity, as well as the European American majority students. 
Notably, students of Mexican heritage preferred to remain loyal to their mother tongue to a 
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higher degree than any other non-English speaking minority. Second, Hispanics, along with 
Pacific Islanders and African Americans, exhibited educational aspirations slightly below the 
norm for all groups. Third, Hispanic students from Mexico and Central America tended to 
spend the least amount of time on homework. Finally, Mexican and Indochinese students 
showed the lowest self-esteem scores. 
The Community of Marshalltown 
Marshalltown, Iowa is the county seat of Marshall County and has a population of 
approximately 27,000. Until the last ten or fifteen years Marshalltown was populated almost 
exclusively by European Americans. The community now has a large Hispanic population 
primarily due to the meat packing plant located on the northeast side of town. The meat 
packing plant provides high wages for relatively low skill levels because of the adverse and 
dangerous conditions of the work. In 1996 the plant was the focus of several immigration 
raids. The Hispanic population of Marshalltown has been increasing for over a decade, and 
has experienced a major growth spurt since 1990. As in the rest of the United States the 
majority of Hispanics in Marshalltown are of Mexican heritage. The Hispanic population of 
Marshalltown is increasing its economic status within the community. Families are 
becoming permanent residents of the area and are buying houses in Marshalltown. As this 
occurs greater tension is developing between the majority European American population 
and the Hispanic population. Stress is also increasing in the Marshalltown school district 
because of the perceived inability of the schools to adequately service the new Hispanic 
students. 
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Significance of Study 
This study blends educational, psychological, and applied anthropology to examine a 
significant social problem in the United States. The body of knowledge pertaining to the 
cultural adaptation of individuals to new cultures and the advantages and disadvantages 
inherent in adaptation ofthis nature will be expanded by this study. This study will 
contribute to a better understanding of the acculturation process and gender roles of Hispanic 
students in the American educational system. Most importantly, it will offer new insight into 
how gender roles and acculturation relate to motivational factors that affect academic 
achievement among students of Mexican heritage. The findings will offer some 
understanding on how to improve academic performance and formal educational retention 
for Hispanic students in the Midwest, as well as throughout the rest of the United States. 
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LITERATURE REVIEW AND THEORY 
The academic achievement of an individual can be seen as relying on three factors: 
intelligence, aptitude, and motivation (Davis 1993). "Intelligence" is the innate cognitive 
ability of an individual developed in a cultural context that can be used to accomplish a goal. 
"Aptitude" refers to the specific skills, abilities, and experiences acquired over time that can 
be used to accomplish a goal. "Motivation" is the will or desire to try to accomplish a goal. 
To a large extent studies in the area of Hispanic education have focused on motivational 
related topics. This is likely due to the relatively set nature of intelligence and the temporal 
restraints of aptitude, whereas motivation is current and susceptible to environmental change. 
This study also focuses primarily on motivation and to a lesser extent on aptitude as 
connected to Hispanic culture and gender concepts in relation to the mainstream American 
culture and gender concepts. 
This chapter discusses gender concepts as expressed by machismo and marianismo 
and how they may affect academic motivation and achievement, as well as studies from the 
past three decades that deal with Hispanic academic achievement. At the end of this chapter 
the development of acculturation theory is reviewed along with outcomes and models that are 
applicable to this study. 
It is necessary at this time to briefly note the importance and drawbacks associated 
with social classification systems such as machismo and marianismo and acculturation 
outcomes. Classification systems enable researchers to reduce complex phenomenon to a 
manageable number of meaningful units. The study of machismo and marianismo and 
acculturation outcomes would be practically impossible without the use of classifications 
(Gutmann 1997; Lorenzo-Hernandez 1998). However, classification systems such as these 
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are merely tools, means to an end not an end unto themselves. Care should be taken not to 
change the significance of these categorizations into stereotypes (Casas et al. 1994). The full 
complexity of individuals should be considered when applications for research findings are 
developed. Furthermore, overt categorization of individuals during communication with 
them should be avoided due to the potential negative psychological impact it may cause 
(Lorenzo-Herruirdez 1998). Only classifications accepted and used by the individual should 
be applied in this type of situation. 
Machismo and Marianismo 
Academic achievement of Hispanic students can not be fully understood without 
examining gender roles (McCormick 1994). The cultural concepts and associated role 
behaviors of masculine machismo and feminine marianismo (also known as hembrismo) are 
present to varying extents throughout the cultures and subcultures of Latin America, 
including those of Mexico. Cultural concepts similar to machismo are nearly universal to 
varying degrees according to Gilmore (1990). Female marianismo is the counterpart to male 
machismo, each requiring the other to function. Males and females occupy complementary 
spheres of social predominance. Males dominate in the public sphere, whereas females 
dominate in the private sphere. For example, males work outside the home to materially 
support the family, and females work inside the home to mentally and physically care for the 
family. Adhering to the principles of machismo by males and marianismo by females allows 
the individuals to gain social power in their respective sphere of predominance (Gonzalez 
1982; Gutmann 1997; Stevens 1972). 
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The following discussion is based on the classic article by Stevens (1972) on 
machismo and marianismo. Male status is tied to machismo and the role of socially accepted 
rivalry it provides. Machismo can be broken down into five characteristics. The first 
characteristic, and most important to this study, is pride. In part this pride can develop 
through achievements and providing support for the family. Pride can also develop as 
arrogance, as the male exhibits a despotic attitude towards subordinates. Subordinates are 
often demanded to do menial services and to be servile to the dominant males. The second 
characteristic is a form of egocentrism in which the males insist on acceptance of their 
perspective. Differences of opinion are seen as personal attacks. This leads to a reluctance 
to deal with meaningful issues and offerings of opinions. Stevens indicates that, 
The resultant impoverishment of interpersonal relations makes men lonely 
and somewhat wistful. Mexicans get drunk ... when they can no longer bear 
the burden of civility (Stevens 1972:314 ). 
The third characteristic deals with wrath, not only in the form of violence, but also in 
refusing to compromise or to abandon even extreme positions. Once a position has been 
taken stubbornness impedes them from reforming. The fourth characteristic is 
aggressiveness. Males must act or feign aggressiveness. Males must be careful not to trap 
themselves into a false move, which may end in disgrace, ridicule, or even death. While 
generally negative in its impact, this aggression can be channeled into non-physical 
expression, such as professional activities. However, the most common outlet for aggression 
and the path of least resistance is that which is aimed at women. Aggression of this sort 
often comes in the form of lust, seduction, and proving sexual potency. The fifth 
characteristic is callousness toward women. Males are expected to show hostility toward 
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females and to repress females. This male abrasive behavior extends to almost all women 
with the exception of the individual's mother, and to some extent sisters. 
Four characteristics of women's marianismo provide the basis of female social power. 
Mothers are objects of reverence to their children, especially to their male offspring. The 
mother is a majestic person whose wishes must be granted. She is ever loving and ever 
forgiving, talcing the form of a surrogate Virgin Mary. This creates an interesting paradox in 
which, 
a man may comment that he is going to try to make restitution to his mother 
for all the suffering his father has caused her. At the same time, he is acting 
toward his wife in such a way that his children, in turn, will see her as a 
martyr (Stevens 1972:316). 
Female status in life is tied to marianismo and the role of socially accepted martyrdom it 
provides. The first characteristic of marianismo is that women are morally superior. They 
receive their superior status by withstanding the wickedness of men. This semi-divine view 
of women as being morally superior and spiritually stronger than men is patterned after the 
worship of the Virgin Mary in Catholicism. The second characteristic of marianismo is that 
women do not try to escape their anguish, but instead work to make their suffering known. 
The evidence of a female's purity is the self-sacrifices she makes. Therefore, the more 
macho her husband, the quicker she gains prestige or social power through marianismo. The 
third characteristic of marianismo is that to gain full status, it is almost imperative that the 
female gives birth to children. The pain of childbirth is perhaps the surest way to prove 
martyrdom and advance in status. The fourth characteristic of marianismo is the importance 
of marital fidelity. As long as a married woman is not sexually promiscuous she can be ill 
tempered, a poor provider, and slothful while still being considered a good mother and wife. 
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Often as the years progress the virtues of the individual female as a mother and wife may be 
rewritten to conform to the marianismo characteristics. 
Ideally in the system of machismo and marianismo males predominately provide the 
secular, or physical, whereas females predominately provide the sacred, or metaphysical, to 
the family unit. This system forms a balanced dichotomy of influence and power. Males 
primarily deal with public matters, whereas females primarily deal with private matters. To 
gain prestige, or social power, in the public arena males must surrender certain powers within 
the private arena; likewise to gain prestige in the private arena females must surrender certain 
powers within the public arena. During the last twenty years in Mexico this strict dichotomy 
has begun to fade due to changing economic and political forces; however machismo and 
marianismo are still present (Gutmann 1997). For example, women have begun to seek work 
outside the home, which has started to break down the clear-cut dual roles of machismo and 
marianismo. 
In a situation, such as acculturation, where individuals must adapt to new cultural 
conditions with changes in values and behaviors, the machismo and marianismo system is 
not necessarily lost. This was shown in a study by Gonzalez (1982) that examined gender 
roles among students of European heritage and students of Mexican heritage who were born 
in the United States at the university level. Gonzalez found that male students of Mexican 
heritage born in the United States supported gender roles associated with machismo and 
marianismo to a greater extent than students of European heritage, and that female students 
of Mexican heritage born in the United States supported gender roles associated with 
machismo and marianismo to a greater extent than female students of European heritage. 
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The characteristics of machismo and marianismo have several possible implications 
for motivation and academic achievement among students of Mexican heritage. The 
machismo characteristics of pride, egocentrism, and wrath may have negative implications 
for males if teaching strategies such as the discovery method are used. An example of a 
discovery method is the benchmark experiment (Bruer 1993). In the benchmark experiment 
the student is asked to indicate what they think will happen in a hypothetical situation. Once 
an answer has been given, the situation or experiment is carried out. When the student 
answers incorrectly, they are expected to explain why they were wrong and to be motivated 
to learn the principle to reestablish cognitive equilibrium. However, under the characteristics 
of machismo mentioned above the male student would be uncomfortable with this situation, 
would probably not openly change his opinion, and would be motivated to avoid the situation 
in the future. The characteristic of aggressiveness may also have a negative impact on male 
academic achievement resulting from disciplinarian actions related to violence. However, 
there may be great potential in harnessing this aggression and focusing it on academic 
achievement. The machismo characteristic of callousness towards females may also cause 
problems specifically for female teachers, as well as female students, in educational 
institutions. Finally the general concept of males as providers in the machismo and 
marianismo system may motivate males to drop out of school, or never enter school, so that 
they can engage in wage labor. Strict adherence to machismo also has a generally negative 
affect on mental well being and positive affect on engaging in high-risk behaviors (Casas et 
al. 1994) 
There are also possible negative and positive implications for females related to the 
characteristics of marianismo. The marianismo characteristic that females do not generally 
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start amassing social status until they are married may create motivation to get married early 
instead of focusing on school. The marianismo characteristic of status gain through 
childbearing also has negative implications for the academic achievement of females, as 
pregnancy often impedes, if not ends, participation in school. The general concept of 
females as caregivers in the machismo and marianismo system may motivate females to not 
attend school so that they can care for other family members. However, this is less likely to 
result in females dropping out of school compared to the motivation for males to engage in 
wage labor. 
Hispanic Academic Achievement 
In this study motivation to achieve in academics can be viewed as encouragement or 
discouragement imparted to the student by the parental culture, the educational culture, or 
some factors of the two cultures. The parental culture is a generalized Mexican and Hispanic 
culture disseminated to the student by family members and other individuals of Mexican 
heritage. The educational culture is the mainstream American culture disseminated to the 
student by the high school. The confluence of these elements can be both positive and 
negative. Literature dealing with ways in which the parent and educational cultures may 
negatively affect Hispanic students' motivation to succeed in school will be discussed first. 
Positive elements from both sources that may affect motivation will be discussed at the end 
of this section after a short discussion of differential motivation from the parent and 
educational cultures. 
There have been several investigations giving insight into parental culture behaviors 
that may affect students' motivation to participate in the education system. Suarez-Orozco 
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and Suarez-Orozco (1994) indicate that Hispanic immigrant parents often over-restrict their 
children's activities and attempt to minimize the new community' s influences on their 
children. This is perhaps a proactive move by parents to avoid family crisis that may develop 
because children tend to acculturate more rapidly than parents, or it may be the result of fears 
parents have that their children will not benefit from participation in the new culture. In 
either case the result is often a lowered motivation in children to participate in the new 
culture, including education. Hispanic families may encourage their children to engage in 
cultural practices associated with cultural values of machismo and marianismo, which 
parents are familiar with, including early employment for males and early marriage and 
childbearing for females. All of these parental interventions may interfere with motivation to 
perform well in the formal education system (Suarez-Orozco and Suarez-Orozco 1994 ). 
Ogbu (1978) states that poor school performance and high dropout rates among 
Hispanics result from the perception that high school graduation does not significantly 
improve Hispanics' lot in society. Particularly individuals of Mexican and mainland Puerto 
Rican decent find that they are not financially better off if they complete high school before 
entering the job market than if they drop out of school to enter the job market. Because of 
this perception based in reality, students are less motivated to invest time in the formal 
educational system. The ability of this line of reasoning to explain the disparity between 
Hispanic and European American dropout rates is somewhat weakened through a study by 
Stolzenberg and Tienda (1997). Their study indicates that white Hispanics who have 
completed high school and speak fluent English are likely to earn about as much as Non-
Hispanic whites with equivalent schooling and English fluency. 
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Another aspect of parental behavior that may affect the motivation of Mexican 
heritage students to leave school to work has been proposed by Vigil ( 1988). Vigil found 
that because many immigrant parents still enjoy a relatively prosperous lifestyle despite their 
limited amount of formal education, it sends a message to their children that such education 
is not necessary. Parental educational level was found to affect Hispanic academic 
achievement in a different way in another study by Arellano and Padilla ( 1996) which was 
conducted with university students. It was found that Hispanic students with only one parent 
who completed high school or less could be classified as at risk. However, with support from 
their families and teachers, these students could overcome their at risk status. In a study by 
Rivera ( 1997) it was found that the highest level of education received by the mother did not 
have a significant affect on children' s academic achievement, however the home 
environment of students did affect academic achievement. 
The educational culture can be viewed as acting as both an overt transmitter of 
knowledge, and a covert transmitter of mainstream American culture. The covert function is 
of particular interest to this study in that it may affect the motivation of Mexican heritage 
students to participate in the formal educational system. Suarez-Orozco (1989) gives a direct 
example of the covert effect of educational culture on motivation, showing that American 
school personnel are often indifferent or even hostile to linguistic, cultural, and 
circumstantial needs of immigrant Hispanics. Such attitudes reduce the motivation of 
Mexican heritage students to participate in educational culture. The importance of 
acceptance at the school is illustrated in another study by Gonzalez and Padilla (1997). 
When looking at grade point averages they found that a sense of belonging to the school was 
the only significant predictor of high academic achievement. An important cautionary note 
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to schools dealing with possible affects of covert transmission on the motivation of students 
can be obtained from a study by Bempechat, Nakkula, and Wu (1996). In this study 
involving Hispanic students they found that self-perception of ability was linked to high 
achievement. Students who have high perceptions of their own ability are more willing to 
exert an effort than those who believe they do not possess the ability necessary to succeed. It 
is therefore imperative that teachers do not instill a sense of inability on to students in a 
subject matter based on difficulties with language or cultural factors. 
Studies in the area of Hispanic academic achievement have not focused entirely on 
negative motivation. Contrasts between the American mainstream culture, exemplified by 
the formal educational culture, and the Hispanic culture, as exemplified by the parental 
culture, must be taken into consideration in attempting to explain the motivation of Hispanic 
students. Hispanic culture focuses on familial interdependence, affiliation, and nurturance, 
which contribute to interpersonal dynamics that can lead to achievement motivation (Suarez-
Orozco and Suarez-Orozco 1994). Here Hispanic cultural values indicate the importance of 
external motivation for students of Mexican heritage. This is in contradiction with the 
mainstream American paradigm held by the educational culture in which achievement 
motivation arises from the search for self-advancement and independence by the individual 
(McClelland 1984). Kenny and Stryker (1996) demonstrated the importance of the role 
Hispanic families play in motivating students to participate in an academic setting. They 
found that among first-year college students social adjustment to the college environment 
was primarily motivated by family support characteristics for Hispanic students, as well as 
for African American, Native American, and Asian American students. This was in contrast 
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to European American students for whom social adjustment was primarily motivated by 
college friendships. 
According to Rumbaut ( 1995) there are several traits exhibited by successfully 
adapted Hispanic students based on externally stimulated motivation. Such students hold 
adults at their high school as role models of success. Their parents showed strong interest in, 
and support for, their schoolwork. Perhaps most interestingly, the students experience no 
significant dissonance between retaining an identity as Mexicano or Chicano while adapting 
to the American context. This is indicative of the acculturation outcome of integration, 
which will be explained in the next section. It has also been shown that Hispanic students 
who fare well in school have higher perceptions of their own involvement in school, higher 
satisfaction with school, an academic related concept of self, and higher achievement 
motivation than Hispanic students who fare poorly in school. A study by Waxman and 
colleagues ( 1997) indicates some sources and the importance of internal motivation for 
Hispanic students. They found that successful students have expectations of graduating from 
high school and do not expect to be held back in school. The findings ofRumbaut and 
Waxman and colleagues indicate that both internal and external motivation can improve the 
academic achievement of students of Mexican heritage. 
Acculturation Theory Review 
The processes that determine individual and group behaviors in contexts where 
separate cultures come together has been a matter of interest to the social sciences 
(anthropology, sociology, psychology) for some time. Acculturation theory, first developed 
by anthropologists, has been influential in studies of the impact of cultural contact and 
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merging on individuals in the context of migration and immigration. Acculturation is a 
group phenomenon manifested at the individual level and is the process of change that occurs 
when two cultures come into long-term first-hand contact. This section begins with a 
discussion of the predecessor of acculturation theory, the marginal man theory. 
Acculturation theory is then considered along with three of its pertinent models: the 
socioanalytic model, the behaviors/values model, and the communications model. During 
the discussion of acculturation theory its implications for this study will be indicated. 
Park (1928) laid out the impetus for the marginal man theory. He proposed that 
cultural advancement is a consequence of contact and communication between diverse 
cultures. This process is commonly an affect of migration. At the time of contact the 
indigenous organization of cultures as internalized by individuals begins to breakdown, 
leading to a sort of individual emancipation from strong social constraints. During 
emancipation the individual generally becomes "enlightened", that is the individual is able to 
view their relations to other individuals and cultures with less prejudice and submits them to 
more objective consideration. In time, the individuals who have engaged in this process will 
reintegrate into the social organization, however their cultural concepts will have changed. 
In such contexts, a "marginal man" is an individual on the margin of two or more 
cultures who never completely fuses with either group. The exemplar marginal man 
according to Park is: 
... a cultural hybrid, living and sharing intimately in the cultural life and 
traditions of two distinct peoples; never quite willing to break ... with his past 
and his traditions, and not quite accepted ... in the new society in which he now 
sought to find a place (Park 1928:892). 
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The period of transition gives the individual a sense of moral dichotomy and conflict. The 
individual inevitably has a phase of inner tunnoil and enhanced self-consciousness that 
manifests in stress. Park held that everyone probably experiences periods of transition and 
crisis throughout life, but in the case of the marginal individual it is relatively permanent. 
Stonequist (1935) expanded on Park's concept of the marginal man. Stonequist 
indicated that the marginal man most commonly develops from the minority culture when 
coming in contact with a majority culture. The more powerful majority group does not 
expect to conform to the subordinate culture. The responsibility of adjustment rests on the 
minority group, according to Stonequist. Individuals belonging to the minority develop 
personality traits associated with both cultures, especially aspects that correlate between the 
two cultures. In other words, those cultural traits that are shared by both cultures, or which 
have similar features, will be readily adapted into individuals' personalities. However, if 
certain important analogous traits in the cultures are fundamentally different then individuals 
may internalize this strife, creating persistent internal conflict. 
Stonequist further developed the idea of a life cycle, or three stages, which can be 
applied to the analysis of groups and individuals concerning the development and exhibition 
of marginality. The first stage involves preparation. This is when individuals are first 
exposed to the overlapping of the two cultures. The second stage involves a crisis period 
when through lived experience individuals become aware of cultural conflicts. At this point 
conflicts in behaviors and values between the cultures become internalized, and individuals 
make an effort to readjust and reduce incurred stress. Stonequist points out that this 
problematic context is particularly conducive to the reevaluation and objective consideration 
of many factors. The third stage involves the enduring response of individuals to the 
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situation, otherwise referred to as the outcome, which is a relatively permanent adaptive 
strategy. Continual marginality is not the necessary outcome in the third stage. Individuals 
may continue to progress towards the acquisition of cultural traits and behaviors of the 
majority group and, at some point, find acceptance within this group. Alternatively, the 
individual may return to the minority group if culturally or physically able to do so. 
If continual marginality is the outcome, two extremes may occur (Stonequist 1935). 
First, individuals may become maladapted to both cultures. These individuals do not find 
equilibrium and become disenfranchised from both cultures, becoming withdrawn or 
isolated. Such individuals will likely be involved in delinquency and crime. They may also 
exhibit mental instability and become suicidal. At the other end of the dichotomy, 
individuals may learn to profit from their special position and status of marginality. 
Individuals of this type may take on the role of culture brokers as conciliators, reformers, or 
teachers. An example of this positive adaptation to marginality has been shown to occur 
among traders in an Indian city market. Traders of marginal ethnicities were able to function 
well economically due to their position outside of normally restrictive interaction protocols 
followed in the surrounding city (Meneses 1987). 
Goldberg ( 1941) expands the concept of marginality with the idea of a marginal 
culture, which is as real and complete as any other cultural system. Individuals in a marginal 
culture may be well adapted and can participate in an integrated manner within the culture, 
leading satisfying lives. According to Goldberg, there are four factors that determine 
whether individuals internalize a marginal culture. First, individuals must be conditioned to 
existence between two cultures from birth. Second, this process is shared with a large 
number of individuals in a primary group. Third, individuals' primary and secondary 
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socialization must be carried out in institutionalized activities involving a majority of 
marginal people like themselves. Finally, individuals' position and experience cannot result 
in blockage or frustration of their culturally defined expectations and desires. If these factors 
are met, individuals can no longer be considered marginal individuals, but instead are 
members of a marginal culture. 
Green (1947) refined the mechanisms underlying the extent to which marginality is 
manifested. According to Green, many factors are involved in the formation of marginal 
individuals and the degree of their marginality. The extent to which marginality is 
manifested is dependent on three basic factors. The first factor is the degree to which major 
cultural conflicts are manifested, either in the form of group hostilities or differences in 
cultural practices. The second factor is the pull towards the majority, or dominant, culture. 
This often involves a certain amount of pushing away by the majority culture as well. 
Largest effects of marginality are experienced when the dominant culture pushes away and 
pulls individuals moderately, at an intensity mid-range in the continuum from no resistance 
to total resistance. The third factor is the extent to which individuals are oriented toward 
their culture of origin, which is associated with the pulls and pushes individuals experience 
from their group of origin. 
Over the years the marginal man theory developed into acculturation theory. Today 
cross-cultural psychologists and sociologists are currently conducting studies dealing with 
acculturation theory and its anthropological explanations. In contemporary studies, 
acculturation has been conceptualized as the process of inter-cultural contact, conflict, and 
adaptation. In a study of Hispanics in the United States, Marin and Gamba (1996:297) 
defined acculturation as: 
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... A long-term. fluid process in which individuals simultaneously move along 
at least two cultural continua (or dimensions) and whereby individuals learn 
and/or modify certain aspects of the new culture and of their culture of origin. 
The process of acculturation has four possible outcomes 1• These are assimilation, 
integration, separation, and marginalization. Assimilation is an adaptation in which the 
original cultural identity is lost as the cultural identity of the dominant society is acquired. 
Integration occurs when part, or all, of the original cultural identity is retained while part of 
the dominant culture is adopted. Separation involves intentional withdrawal from the 
dominant culture while maintaining the original cultural identity. Finally, in this context, 
marginalization is alienation from both cultures and a general loss of cultural identity (Berry 
1989; Richman et al. 1987:837-840). 
One of the working questions for this study is based on the concept that these distinct 
acculturation outcomes differentially affect the ability of individuals or groups to function 
adaptively in society. For instance, integration or biculturalism is viewed as positively 
affecting interaction and functioning in both the majority and minority cultures. This can be 
seen in a statement by Taft: 
... the mature bicultural individual may rise above both cultures by following 
superordinate social proscriptions that serve to integrate the individual' s 
behavior relative to each culture (Taft 1977: 146). 
There is also evidence that acculturation outcomes are related to different levels of stress: 
marginality tendencies lead to high stress, separation leads to moderate stress, assimilation 
leads to low or intermediate levels of stress, and integrational tendencies lead to minimal 
stress (Berry 1989). The theories of cognitive dissonance (Festinger 1957; Goetz et al. 1992; 
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Nuckolls 1993)2 and psychosocial dissonance (Hinton 1996)3 indicate that individuals are 
motivated to change in order to alleviate stress. 
Three major models of acculturation of importance to this study are the socioanalytic 
model (Smither 1982), the behaviors/values model (Szapocznik: et al. 1978), and the 
communications model (Kim 1979). The socioanalytic model provides the basis for the main 
theoretical orientation of this study. In the socioanalytic, model Smither ( 1982) uses 
psychological role theory to explain the process of acculturation. According to Smither, 
individuals in the minority culture have role repertoires that they use to function 
appropriately within that culture. However, this repertoire of roles may not be applicable to 
appropriate functioning within the majority culture. The acculturation of individuals 
involves changing their role repertoire to function appropriately in the majority culture. If 
the role repertoires of individuals are similar in both the majority and minority cultures, the 
process of acculturation will go relatively smoothly. The socioanalytic model also focuses 
on the affect of values associated with cultural character structures (e.g., national character 
and modal personality) on determining the ease of these changes in role repertoires. Once 
again, if values that affect the behavior of individuals are similar in both the majority and 
minority cultures, then acquisition of appropriate role repertoires for the majority culture 
should be relatively easy. The socioanalytic model suggests that gender plays a role in the 
process of acculturation as affected by differences between gender cultural character 
structures and related role repertoires in the minority and majority cultures. For this study, 
the socioanalytic model suggests that cultural character and role repertoires are affected by 
machismo and marianismo for students of Mexican heritage and for Hispanics in general. 
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Szapocznik and colleagues (1978) developed the behaviors/values model. In this 
model an important distinction is made between behaviors of the minority cultures and 
values of that culture. This model suggests that behaviors change relatively quickly to meet 
survival needs, whereas values change at a slower pace. An implication of this model is that 
the level of acculturation of individuals are related to the length of time they have been in 
contact with the other culture, as well as individuals' gender and age at contact. 
The communications model was developed by Kim (1979) and takes into 
consideration four aspects of communication. These aspects are intrapersonal, interpersonal, 
mass media behavior, and communication environment. This model provides a theoretical 
basis for the Bidimensional Acculturation Scale for Hispanics (Marin and Gamba 1996) 
drawn upon in this study to measure acculturation outcomes. 
During this review of past research two underlying trends are clear. First, the studies 
show that variables associated with academic achievement can be divided into those 
emerging from the parental culture, in this case the minority culture, and those initiated from 
the mainstream educational culture, the majority culture. Second, motivation appears as an 
underpinning concept when dealing with academic achievement. Acculturation theory 
suggests that there are identifiable outcomes for individuals based on differing cultural 
expectations when two cultures come into contact that can affect academic motivation and 
accomplishment. Finally, gender should have an effect on what outcomes are obtained. This 
should be particularly true in the case of students of Mexican heritage if they were raised 
with concepts of machismo and marianismo because of their dichotomous nature. 
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METHODOLOGY 
This chapter begins with the underlying goal and working questions ofthis study. 
Then initial contact will be discussed, followed by a description of methodology used during 
this study. Data was collected from students using participant observation and interviews 
consisting of questions pertaining to demographic characteristics, three four-point Likert-type 
formatted scales, and open-ended questions regarding gender roles and academic 
achievement. Teachers were interviewed about their own demographic characteristics and 
their perceptions of differentiation between students in the educational institution. 
Goal and Working Questions 
The goal of this report is to examine differential academic success of Mexican 
heritage students in an Iowa high school and attempt to explain these differences in 
achievement in cultural terms. The influence of gender and degree of acculturation in 
relation to mainstream American culture are major factors that are examined. This research 
addressed two working questions (WQ1 and WQ2). These were: 
WQ1: Does gender affect the type of acculturation outcome exhibited by an 
individual? 
WQ2 : Does the acculturation outcome of an individual affect their academic 
achievement? 
Acculturation classifications were based both on the criteria used in the Bidimensional 
Acculturation Scale for Hispanics (BAS) designed by Marin and Gamba ( 1996), which is 
described later in this section, and qualitative analysis based on gender roles, which is 
described in the next chapter. Acculturation outcomes used here are assimilation, 
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integration, separation, and marginalization. Assimilated students lose their parental culture 
identity as the cultural identity of the mainstream American culture is acquired. Integrated 
students retain part, or all, of the parental culture identity while part of the mainstream 
American culture is adopted. Separated students intentionally withdraw from the mainstream 
American culture while maintaining the parental culture identity. Finally, in this context, 
marginal students are alienated from both cultures resulting in a loss of cultural identity. 
Academic achievement as used in this study is based primarily on grade point averages and 
to a lesser extent on student self-perceptions. 
Establishing Contact 
Initial contact with the Marshalltown Community High School was made in 1996 
during a mini-study on diversity in education that focused on students of Mexican heritage. 
At this time I was introduced to Gary Mertens, who would play a significant role in the study 
at hand. During the spring semester of 1998 contact was reinitiated through Bruce Hukee, 
one of the associate principals. I was reintroduced to Gary Mertens, who is the coordinator 
for the Individual Assistance Center (IAC). The IAC functions as a study help room, as well 
as a favored hangout for Hispanic students. This is where I spent the majority of my time 
during fieldwork. I was also introduced to the new English as a Second Language (ESL) 
teacher, Heather Brooks, who had started a Hispanic dance group as an extracurricular 
activity. These two individuals connected me to other resources within the school, such as 
the Caring Connection facility, which functions as a liaison between the school and 
community, where student interviews were held. Initial contact with students was made 
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during a period of participant observation while waiting for the return of consent forms for 
student interviews. 
Participant Observation 
During March, April, and May of 1998 I collected data at the high school. When I 
was not conducting interviews, I was participating in activities at the school. My primary 
contact point with students was in the IAC room where I engaged in casual observations, 
tutored and was tutored in various subject matters, as well as participated in casual 
discussions. One of my fondest activities during this time was the occasional informal 
session of reciprocating Spanish/English lessons with Hispanic students that primarily spoke 
Spanish. During this period I also walked the halls during and between classes interacting 
with students, was a guest lecturer on an unrelated topic to a class consisting partly of 
Hispanic students, and occasionally observed classes. These times of participant observation 
added to my overall understanding of students of Mexican heritage within the educational 
environment. 
Student Interviews 
Interviews with thirty students, including ten females and twenty males ranging from 
freshmen to seniors, were conducted at the Marshalltown Community High School during 
regular operating hours. An isolated office was used during interviews so a sense of privacy 
could be maintained. Student interviews were conducted during periods when students were 
not scheduled for class and when they had no homework to complete whenever possible. 
Grade point averages for the past two semesters were obtained for each individual from the 
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school administration. Grade point averages and personal responses were and will be kept 
confidential. 
Randomly assigned four-digit identification numbers distinguished students on 
interview schedule forms. These numbers have since been removed. At the beginning of the 
interview students were informed of their right to not participate, that non-participation 
would in no way negatively affect them, and that they could withdraw at any time. Interview 
schedule forms in both English and Spanish were available so interviews could be conducted 
in students' preferred language (see Appendix C, D, and E). A majority (63%) of the thirty 
students responded primarily in English during interviews, although 77% of interviews 
contained at least some language shifting between English and Spanish by students or myself 
in order to clarify statements. 
Sample Selection 
A complete list of Hispanic students registered at the high school was obtained from 
the administration. This initial list of potential interviewees consisted of I 08 names. The list 
was then examined by both Mertens and Brooks to eliminate students of other than Mexican 
heritage. One individual was also eliminated on the basis of profound mental and physical 
disability. Several students were reported as having left school for various reasons, such as 
returning to Mexico or being incarcerated. However, these individuals were not initially 
eliminated because reports of their absence could not be readily confirmed and were subject 
to some dispute. The resulting list contained 95 individuals who were potential candidates to 
be interviewed. 
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Because of the small potential sample size and concerns about low response rates, the 
list was not subjected to randomized selection. Letters of introduction and consent in English 
and Spanish (see Appendix A) were prepared for all remaining individuals. The letters were 
initially hand-delivered to students who were instructed to read them and then to give them to 
their parents. Letters for those students who could not be located during school were sent by 
mail to their listed residence. From this mailing two letters were returned by the post office 
because the individuals had left without giving forwarding addresses. From the potential 95 
respondents only twelve slips of consent were returned. Returned slips were identifiable only 
by pre-assigned random identification numbers. After two weeks a second letter of consent 
was disseminated, in the same manner as described above, for all individuals whose initial 
consent slip had not been returned (see Appendix B). Teachers, particularly my principal 
contacts, were asked to encourage participation in the study. From this mailing nineteen 
additional consent slips were returned. This created a potential sample base of thirty-one 
students, none of whom declined being interviewed. 
Each interview began with three questions to establish students' eligibility to 
participate in the study as students of Mexican heritage who had been in the school system 
long enough to obtain a grade point average. The first question, "Were you born in Mexico, 
or were both your parents born in Mexico?" was expanded to include individuals who were 
born to one parent who was born in Mexico and one parent who was born in the United 
States to parents who were both born in Mexico. This was done in order to retain two 
students. Of the thirty-one students for whom consent forms were returned, only one was 
eliminated by this question because they were not of Mexican heritage. "Have you always 
lived in households with primarily Mexicans?" was the second question. Of the remaining 
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thirty respondents all answered yes to this question. The third question, "Have you been 
enrolled at this high school for at least two semesters?", was expanded to include individuals 
who had been enrolled at the school for one and a half semesters to maintain five students in 
the sample. After this selection process, the final sample size for this study was thirty. 
Interview Schedule 
The interview schedule consisted of three main sections. The first section was 
designed to elicit demographic information such as age, place of birth, migrational history, 
and educational history (see Appendix C). The second section of the interview schedule 
consisted of questions drawn from three scales (see Appendix D). The third section of the 
student interview schedule consisted of open-ended questions (see Appendix E). 
The first scale in the second section of the interview schedule from which questions 
were drawn was the Bidimensional Acculturation Scale for Hispanics (BAS), developed by 
Marin and Gamba (1996). It was designed to identify acculturation outcomes of individuals 
based on language usage behaviors. The BAS consists of twenty-four four-point Likert-type 
formatted questions, twelve pertaining to a Hispanic dimension and twelve pertaining to a 
non-Hispanic dimension. A score for each dimension was derived by averaging the 
responses to its twelve questions. Based on these two scores each individual was assigned an 
acculturation outcome in a manner congruent with the bidimensional conceptualization of 
acculturation proposed by Berry (1989) (see Table 1). I designed an additional two scales to 
elicit additional cultural information. The second and third scales in the second section of the 
interview schedule were developed to test the possibility of using them in future studies 
addressing issues related to academic achievement among students of Mexican heritage. 
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Table 1. Acculturation Outcomes for Bidimensional Scales as Conceptualized by Berry 
Acculturation outcomes Hispanic Domain Non-Hispanic Domain 
Integration High High 
Assimilation Low High 
Separation High Low 
Marginalization Low Low 
The final section of the student interview schedule consisted of open-ended questions. 
These questions elicited additional demographic information, gender roles, perceived 
academic achievement, and possible conflicting expectations between home and school. 
Two demographic questions were held until the final section because of their possibly 
sensitive nature. One was to identify the major decision-maker at the student's residence and 
the other asked ifthe interviewee had children. The questions on gender roles were mirrored 
pairs about males and females. Question pairs were important because they elicited 
responses concerning both the gender of the interviewee and the opposite gender of the 
interviewee, a technique suggested by Gutmann (1997) when dealing with gender roles. 
Gender roles were discussed in the contexts of home and school, as well as ideals. Students 
were also asked if they felt that they acted in ways appropriate for their gender to take into 
account the possibility of cross-gender individuals. Questions pertaining to academic 
achievement were meant to elicit students' perceptions on their academic achievement, as 
well as why they felt they were performing the way they were in school. Two questions were 
based on possible conflicts between parental and educational expectations and how students 
mitigate these conflicts when they occur. 
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Three questions were added during the course of interviewing. The first concerned 
why students came to Marshalltown. The second determined if students felt teachers had 
differential expectations of males and females and Hispanics and non-Hispanics. The third 
dealt with how students felt the school could help Hispanic students do better academically. 
Teacher Interviews 
Interviews with teachers were conducted with the same time considerations as were 
described for the students. The out-of-the-way place used during teacher interviews was 
selected by teachers and was often their own classroom. Interview forms for teachers were 
also identified with numeric codes. They were told of their right to not participate in a form 
similar to that which students received (see Appendix G). 
Sample Selection 
A total of eight teachers were interviewed to augment data collected during student 
interviews. The first sample included three teachers and one teacher's aid who were selected 
non-randomly based on their high level of contact (HLOC) with students of Mexican 
heritage. The second sample consisted of four teachers selected at random (SAR) from a list 
of all possible teachers at the high school minus those selected for the first sample. All 
selected individuals agreed to be interviewed. 
Interview Schedule 
All teacher interviews were conducted in English. Like students, teachers were 
randomly assigned identification numbers for confidentiality, all of which have since been 
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removed. The teacher interview schedule contained two sections. The first section elicited 
demographic information (see Appendix F). These questions were concerned with 
migrational, educational, and teaching backgrounds, as well as exposure to Hispanic students 
and cultures. The second section consisted of open-ended questions (see Appendix G). 
These questions were concerned with differential expectations and behaviors of male and 
female and Hispanic and non-Hispanic students. Teachers were also asked if they had 
personal hypotheses about why Hispanic students have been shown to exhibit low academic 
achievement in the American school system. 
In the next chapter the data is qualitatively analyzed to evaluate the working 
questions. During the qualitative analysis of this data a method of assigning acculturation 
outcome categories was developed using students' responses to gender role questions. This 
method will be described within the corresponding section of the next chapter. 
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RESULTS AND DISCUSSION 
In the following pages the results of student and teacher interviews and participant 
observation will be discussed. This will be done in two main sections. The first section is a 
summary of demographic information obtained during interviews. The second section 
includes qualitative analysis of factors related to acculturation, gender, and academic 
achievement. It is worth noting that quantitative analysis, in the form of inferential statistics, 
is not reported on data obtained during this study. This is due to both the small sample size, 
which leads to a high probability of beta errors4, and that the sample is essentially non-
randomly selected, leading to a low probability of statistical representation of the overall 
population. However, I did conduct extensive quantitative analysis on the data to get a feel 
for what was going on within the sample. 
Demographic Information 
Basic demographic information collected during interviews from the thirty students of 
Mexican heritage (males N = 20; females N = 10) is described in this section. While 
examining frequency distributions of demographic data I was looking for 25% or greater 
differences in frequencies, as well as changes in distribution between males and females to 
determine if their responses were relatively different. Because of the small sample size, 
differences of less than 25% without a corresponding pattern shift between frequencies of 
males and females are probably due to chance alone. Demographic data was used both to 
describe the background of students and to determine if consideration due to differences 
between male and female students was necessary during qualitative analysis. Male and 
female students were similar in the characteristics of age, grade level, the percent of their 
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education received in the United States, and the identity of the major decision-maker(s) in 
their household. Male and female students ranged in age from fourteen to nineteen (see 
Table 2) and in grade level from ninth to twelfth (see Table 3). Male students did cluster 
more at the tenth grade level than females, but there was no general pattern shift between 
males and females. Similarity in ages with clustering of males in the tenth grade may 
indicate differential progression of males and females through the educational system. Males 
may have been held back more frequently that females. However, this may also be related to 
the tendency for females to receive a little more of their education in the United States than 
males (see Table 4). Individuals that were reported to make major decisions in households 
were relatively the same when differences in household types are taken into consideration, 
which is discussed below (see Table 5). 
Frequency distributions for male and female students were notably different in regard 
to their place of birth, the percent of their lives spent in the United States (PLUS), and their 
household type. Males were more likely to be born in Mexico than females (see Table 6). 
Males had spent an average of9.6 years in Mexico and 7.0 years in the United States. 
Females spent less time in Mexico, averaging 4.6 years, and spent more time in the United 
States, averaging 12.1 years (see Table 7). Males were more likely to live in households 
headed by a non-parent male (NPH), such as an uncle or a grandfather, compared to females, 
while females were more likely to live in multigenerational extended households (MEH) 
compared to males. Males and females also showed a different pattern of living in nuclear 
(NUC) and single parent (SPH) households (see Table 8). 
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Table 2. Frequency Distributions of Age by Gender 
Age 
Gender 14 15 16 17 18 19 
Males Number 1 4 5 9 1 0 
Percent 5% 20% 25% 45% 5% 0% 
Females Number 1 1 3 4 0 
Percent 10% 10% 30% 40% 0% 10% 
Table 3. Frequency Distributions of Grade Level by Gender 
Grade Level 
Gender 9th 10th 11th 12th 
Males Number 6 11 1 2 
Percent 30% 55% 5% 10% 
Females Number 3 3 3 1 
Percent 30% 30% 30% 10% 
Relative differences between males and females in regard to their country of birth, the 
percent of their lives spent in the United States (PLUS), and household types they lived in are 
indicative of differential patterns of migration into the community. Within a family, working 
age males enter a community first and establish themselves. Once males are established in 
the community females and other family members follow. This is supported by the more 
protective attitude towards females in the machismo and marianismo system and has been 
reported for Central American populations (Mahler 1995). I have also subjectively observed 
this pattern of migration in Marshalltown and a nearby community. 
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Table 4. Frequency Distributions of the Percent of Education Received in the United States 
(PEUS) by Gender 
PEUS 
Gender :S25% >25%to :S50% >50% to :S75% 2:75% 
Males Number 8 1 3 7 
Percent 40% 5% 15% 35% 
Females Number 2 0 3 5 
Percent 20% 0% 30% 50% 
Table 5. Reported Major Decision-Makers in the Household by Gender 
Major Decision-Makers 
Gender Mother Father Both Other 
Males Number 5 7 4 4 
Percent 25% 35% 20% 20% 
Females Number 3 2 4 0 
Percent 30% 20% 40% 0% 
Table 6. Frequency Distributions of Birthplace by Gender 
Birthplace 
Gender Mexico United States 
Males Number 13 7 
Percent 65% 35% 
Females Number 3 7 
Percent 30% 70% 
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Table 8. Household Type by Gender 
Gender NPH 
Males Number 5 
Percent 25% 
Females Number 0 
Percent 0% 
PLUS 
>25% to :S50% >50% to :S75% 2:75% 
4 2 5 
20% 10% 25% 
2 6 
20% 10% 60% 
Household type 
MEH NUC SPH 
0 12 3 
0% 60% 15% 
2 4 4 
20% 40% 40% 
Because these demographic characteristics are different for male and female students 
of Mexican heritage in this sample, care must be taken in qualitatively analyzing the sample 
when examining gender differences as related to acculturation outcomes and academic 
achievement. Male and female students may have been differentially exposed to the parental 
and educational cultures. The percent of life spent in the United States (PLUS) of students 
will be used as a general index for this variation during qualitative analysis because of its 
relatively central nature to the other demographic characteristics that were dissimilar between 
males and females. 
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The teachers interviewed for this study ranged in age from twenty-four to fifty-plus. 
All were born in the northern central states and, with one exception, all were born in the 
Midwest. The sample of four teachers who were selected because of their high level of 
contact (HLOC) with Hispanic students consisted of three females and one male. The 
additional four teachers, who were selected at random (SAR), consisted of three males and 
one female. HLOC teachers reported attending educational institutions with an average 
Hispanic population of around ten percent during their education experience, elementary 
through graduate school, compared to an average of below one percent in institutions 
attended by SAR teachers. Three of the four HLOC teachers had visited at least one Latin 
American country for a period ranging from one month to several years during travel, 
education, and extended residence. Only one of the four SAR teachers had left the United 
States. In this case, it involved a trip to Mexico that lasted only a few days. 
In their teaching careers, HLOC teachers reported having on average taught classes 
consisting of around thirty percent Hispanic students. In contrast, SAR teachers reported an 
average of around one percent Hispanic students in their classes. HLOC teachers reported 
having a current average for their classes of around fifty-percent Hispanic students compared 
to an average of around one-percent for SAR teachers. HLOC teachers had a better sense of 
how many Hispanic students were of Mexican decent than did SAR teachers. These findings 
suggest that in this high school a relatively low number of teachers work with a relatively 
high number of Hispanic students. 
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Qualitative Analysis of the Working Questions 
Designing this research, I took into consideration that the questions used in the 
Bidimensional Acculturation Scale for Hispanics (BAS), which relies on linguistic behaviors, 
might not reveal the full range of cultural factors that must be taken into consideration in 
understanding acculturation. Responses of students to these questions were used to classify 
individuals as exhibiting one of the four acculturation outcomes using scores from varying 
cultural domains, both the Hispanic and non-Hispanic. The qualitative analysis of this study 
is based also on responses to open-ended questions. As already mentioned, of particular 
importance are the questions that were matched pairs, one question about males and one 
question about females, pertaining to perceived gender roles at home and school and ideal 
gender roles held by the student. On the basis of their responses, students were assigned to 
one of the four acculturation outcome categories. It should be noted that when appreciable 
and substantial responses are mentioned below, these are replies that entail more than 
comments such as "I don't know". 
Acculturation Outcomes Based on Language Usage Behaviors 
The Bidimensional Acculturation Scale for Hispanics (BAS) focuses on language 
usage behaviors, namely behavioral use of Spanish and English. As determined by the BAS, 
(1) assimilation is denoted by high use of English and low use of Spanish, (2) integration is 
indicated by high use of English and high use of Spanish, (3) separation involves low use of 
English and high use of Spanish, and (4) marginalization entails low usage of both English 
and Spanish. The BAS indicated that the highest percent of both males and females fell 
within the integration outcome (see Table 9). This attests that there is a common value 
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among students retained by the school to maintain Mexican identity at the same time as they 
made active attempts to participate in the mainstream American culture, at least where 
language usage behaviors are considered. Males also show a substantially greater proportion 
of individuals in the separation category than do females. Using the criteria set up for the 
demographics of this study frequency distributions for the BAS are dissimilar for males and 
females. 
Table 9. Frequency Distribution of Acculturation Outcomes for Males and Females as 
Determined by the BAS 
Acculturation Outcomes 
Gender Assimilation Integration Separation Marginalization 
Males Number 2 10 8 0 
Percent 10% 50% 40% 0.0% 
Females Number 2 7 1 0 
Percent 20% 70% 10.0% 0.0% 
It should be noted that no individuals showed the acculturation outcome of 
marginalization in this sample population based on the BAS. Three possible explanations 
are: (1) the actual lack of marginal individuals in the Marshalltown Mexican populace, (2) 
individuals exhibiting this acculturation outcome have previously dropped out of school, or 
(3) such persons were excluded from this study because they were less likely to respond to 
consent forms. It is likely that causes 2 and 3 are the case, since these types of behaviors 
would be expected from individuals exhibiting marginality. Marginality as an acculturation 
outcome will be expanded on later in this chapter. 
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Determining Acculturation Outcome Using Gender Roles and Values 
During qualitative analysis students were classified according to acculturation 
outcomes by examining their responses to open-ended questions pertaining to gender roles at 
school and home, as well as ideal gender roles (Appendix E, questions 3-9). The percentages 
of male and female respondents that indicated Hispanic gender roles were used at home are 
relatively equal. However, the percentages of male and female respondents indicating the 
use of Hispanic gender roles at school and those having ideals congruent with Hispanic 
gender roles are noticeably different. Nine of the ten female students gave substantial 
responses to the questions dealing with gender roles at home. Of these respondents, eight 
(89%) reported machismo characteristics for males and marianismo characteristics for 
females at home. Thirteen of the twenty male students gave substantial responses to these 
questions, and twelve (92%) of these indicated machismo and marianismo characteristics at 
home. In response to the questions concerning gender roles in the school context, of the nine 
female and thirteen male respondents, three females (33%) indicated the use of Hispanic 
gender roles while eleven males (85%) indicated the use of Hispanic gender roles. When 
dealing with ideal gender roles, females were less likely to report idealizing Hispanic gender 
roles (22%) than males (85%) among individuals who gave responses to these questions. 
Acculturation outcomes were assigned according to whether an individual's 
responses were consistent or varied over question pairs designed to elicit expectations toward 
Hispanic gender roles. Individuals were assigned to the category of assimilation if they 
responded consistently favoring use of non-Hispanic gender roles. Those who were 
categorized under integration reported favoring use of Hispanic gender roles at home and 
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non-Hispanic gender roles at school or as an ideal. Those who responded consistently 
favoring use of Hispanic gender roles were categorized under separation. Those students that 
could not appreciably indicate a preference for Hispanic versus non-Hispanic gender roles for 
any of the question pairs were assigned to the category of marginality, as this indicated a 
degree ofrole confusion (see Table 10). 
Table 10. Frequency Distribution of Acculturation Outcomes Based on Gender Roles for 
Males and Females 
Acculturation Outcomes 
Gender Assimilation Integration Separation Marginalization 
Males Number 1 1 11 7 
Percent 5% 5% 55% 35% 
Females Number 2 6 1 
Percent 20% 60% 10% 10% 
Although the sample is small, using these qualitative categorizations for acculturation 
outcomes, there appears to be a difference in frequency distributions between male and 
female students. Although males and females are more similar in percents that are 
categorized under assimilation, they differ in percents that are categorized under integration, 
separation, and marginalization. Females tend to exhibit integration more frequently than 
males, while males exhibit separation and marginalization more frequently than females 
when categorizations are based on open-ended questions dealing with gender roles. These 
trends in frequencies for integrational females and separational males can also be seen in the 
acculturation outcome distributions based on the BAS (see Table 9). 
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As indicated earlier, any analysis ofthis sample should take into consideration the 
differential time spent in Mexico and the United States by male and female students during 
the course of their lives due to differential migration. In order to do this students were 
categorized into four groups according to the percent of their lives spent in the United States 
(PLUS). The first group had spent up to twenty-five percent of their lives in the United 
States, the second group spent from more than twenty-five percent to fifty percent, the third 
group spent from more than fifty percent to seventy-five percent, and the fourth group spent 
from more than seventy-five percent to one-hundred percent of their lives in the United 
States. To control for the effect of PLUS, frequencies were compared within these categories 
between male and female students. When acculturation outcomes based on the BAS 
questions and PLUS categories were compared, a distinct pattern for males (see Table 11) 
and females (see Table 12) remains. This was also true for the distribution difference 
between males (see Table 13) and females (see Table 14) when acculturation outcomes based 
on gender roles and PLUS categories were examined. Although the small sample size 
compared to the number of cells in these tables creates a choppy distribution, males still 
gravitate towards separation using gender roles. However, males shift towards assimilation 
to a higher extent than females over time using language usage behaviors. Females continue 
to be inclined toward integration using both gender roles and language usage behaviors at all 
PLUS categories except in the 0-25% category. 
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Table 11. Frequency Distribution of Acculturation Outcomes Based on the BAS by Percent 
of Life Spent in the United States (PLUS) Categories for Males 
Acculturation Outcomes 
PLUS Categories Assimilation Integration Separation Marginalization 
From 0 to 25% 0 1 8 0 
From Above 25% to 50% 0 4 0 0 
From Above 50% to 75% 0 2 0 0 
From Above 75% to 100% 2 3 0 0 
Table 12. Frequency Distribution of Acculturation Outcomes Based on the BAS by Percent 
of Life Spent in the United States (PLUS) Categories for Females 
Acculturation Outcomes 
PLUS Categories Assimilation Integration Separation Marginalization 
FromO to 25% 0 0 1 0 
From Above 25% to 50% 0 2 0 0 
From Above 50% to 75% 0 1 0 0 
From Above 75% to 100% 1 5 0 0 
Table 13. Frequency Distribution of Acculturation Outcomes Based on Gender Roles by 
Percent of Life Spent in the United States (PLUS) Categories for Males 
Acculturation Outcomes 
PLUS Categories Assimilation Integration Separation Marginalization 
From 0 to 25% 0 0 6 3 
From Above 25% to 50% 0 1 1 2 
From Above 50% to 75% 0 0 1 
From Above 75% to 100% 1 0 3 1 
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Table 14. Frequency Distribution of Acculturation Outcomes Based on Gender Roles by 
Percent of Life Spent in the United States (PLUS) Categories for Females 
Acculturation Outcomes 
PLUS Categories Assimilation Integration Separation Marginalization 
From Oto 25% 0 0 1 0 
From Above 25% to 50% 0 2 0 0 
From Above 50% to 75% 0 1 0 0 
From Above 75% to 100% 2 3 0 1 
These differences between male and female students in acculturation outcome 
categories based on the criteria of gender roles is likely due to the dichotomous interaction of 
the mainstream American culture and Mexican culture and the pattern of contact experienced 
by students. Students encounter Mexican culture in the private realm of the home and the 
mainstream American culture in the public realm of school and work. This dichotomy of 
realms is experienced by students in the characteristics of machismo and marianismo. For 
females, integration means retention of power in the private realm and a gain in power in the 
public realm, which according to machismo is usually reserved for males. The outcome of 
integration is at least initially perceptually favorable for females, as it provides potential for a 
win-win situation. For males, integration would mean retention of low power in the private 
realm, which would still be the domain of marianismo, and a loss of power in the public 
realm, which encourages sexual egalitarian to a greater extent in the mainstream American 
culture. The outcome of integration is therefore less favorable for males as it represents a net 
loss in power. This also means that at least in the short term males are perceptually better off 
culturally if they retain Mexican culture. This leads to a noticeably high level of young 
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males exhibiting separation as an acculturation outcome as compared to females in their 
gender roles. Higher retention of the machismo and marianismo system by males is 
supported by a study on American born students of Mexican heritage at the university level 
(Gonzalez 1982). The differential frequency of males and females in acculturation outcome 
categories based on language usage behaviors may also be due to this phenomenon. In this 
case males seem to adopt the mainstream American cultural behaviors associated with 
language (assimilation), possibly to adapt to their new context while avoiding perceptually 
negative integration. 
There is a conspicuous difference between the acculturation outcomes arrived at by 
utilizing language usage behaviors and that arrived at by using qualitative analysis of gender 
roles that takes into consideration other social behaviors and values. This difference 
becomes more apparent when classifications for individuals are compared across methods of 
acculturation outcome assessment. Only fourteen of the thirty individuals ( 4 7%) retain their 
acculturation classification over both methods, using the BAS questions about language 
usage behaviors and the qualitative analysis of open-ended questions about gender roles. 
When the category of marginalization is removed, because it is not represented using the 
BAS, there are still only a relatively small percent (64%) of individuals that retain their 
classification. 
The models of acculturation discussed in the literature review provide insights into 
the difference between acculturation outcomes assigned using language usage behaviors and 
qualitative analysis of gender role responses. This phenomenon is indicative of domain 
specific acculturation as presented by the socioanalytic model of acculturation developed by 
Smither (1982). In this context "domain" indicates sub-units of behaviors (i.e., language 
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usage) and values (i.e., gender roles). The socioanalytic model holds that differentiation in 
acculturation between domains is to be expected based on several factors, one of which is 
gender. The behaviors/values model further indicates that behaviors should change more 
readily than values (Szapocznik et al. 1978). Therefore, behavioral use of language should 
change to meet survival needs relatively quickly, with changes in values associated with 
gender roles occurring at a slower pace. In an educational study such as this, it is more 
critical for academic survival that language usage behaviors change than gender role values. 
Rapid acculturation and change in language usage behaviors is critical for academic survival. 
It is also likely that lack of linguistic acculturation is the primary cause of academic failure. 
This would result in marginal students, and to a lesser extent separational students, dropping 
out soon after entering the American educational system. On the other hand, the retention of 
Hispanic gender roles and other values by students would change more slowly and result in 
less critical and immediate consequences, but with time creating a form of academic 
underachievement that may result in dropping out. This type of causation was supported by 
teacher interviews and will be discussed later in this section. 
The communications model (Kim 1979) also emphasizes the importance of changes 
in language usage behaviors in the full range of communicative contexts for successful 
acculturation. Responses by students to questions on what the school could do to increase 
the level of Hispanic academic achievement indicate this primacy of language usage 
behaviors. Eighteen out of twenty-one students (86%) showed their awareness of the critical 
nature of communicative adaptation, indicating that the school needed to teach more English 
and that more teachers should know Spanish to aid in the acquisition of English. Of these 
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eighteen, fourteen (78%) gave primacy to this issue and dealt exclusively with language 
related topics. 
Implications of Gender and Acculturation Outcomes for GP A 
The comparison of grade point averages (GP As) for individual students to their 
acculturative outcomes also provided insights into the relationship between social factors and 
academic achievement. Using numeric GP As as a measure of academic achievement for 
qualitative analysis, it was found that GP As vary slightly according to categories of 
acculturation outcome based on both the BAS (see Table 15 and 16) and gender roles (see 
Table 17 and 18) and gender. GPAs showed more differentiation when looking at 
acculturation outcomes based on gender roles than the BAS. It also seems GP As vary 
slightly by gender, with males doing better on average and females exhibiting greater 
dispersion (see Table 19).5 
Table 15. Frequency Distribution of Acculturation Outcomes Based the BAS by GPA over 
the Year the Study was Conducted for Males 
Acculturation Outcomes 
GP A for Study Year Assimilation Integration Separation Marginalization 
From 0.00 to 1.00 2 1 0 
From Above 1.00 to 2.00 0 5 5 0 
From Above 2.00 to 3.00 0 4 2 0 
From Above 3.00 to 4.00 0 0 0 0 
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Based broadly on acculturation theory as earlier discussed several links between 
acculturation outcomes and grade point averages were expected. Students exhibiting 
assimilation should do better than those exhibiting separation or marginalization because at a 
base level they possess the aptitude and motivation to function within the educational system. 
Students exhibiting integration should do better than individuals exhibiting all other 
acculturation outcomes, due to increased adaptability and objectivity. Integrated individuals 
should have a high aptitude for dealing with information and the educational system, as well 
as a willingness to deal with the system, which correlates with motivation. Individuals 
exhibiting separation should do better than those exhibiting marginalization, because 
although they are likely to have a low aptitude for dealing with the educational system of 
mainstream American culture, they may be motivated to achieve by values shared by both 
cultures. Individuals exhibiting marginalization should do the worst of all because they have 
a generally lower aptitude for dealing with the educational system and are likely to lack 
motivation to achieve within that system. 
Table 16. Frequency Distribution of Acculturation Outcomes Based on the BAS by GP A 
over the Year the Study was Conducted for Females 
Acculturation Outcomes 
GP A for Study Year Assimilation Integration Separation Marginalization 
From 0.00 to 1.00 0 3 0 0 
From Above 1.00 to 2.00 1 3 1 0 
From Above 2.00 to 3.00 0 1 0 0 
From Above 3.00 to 4.00 0 1 0 0 
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Table 17. Frequency Distribution of Acculturation Outcomes Based on Gender Roles by 
GP A over the Year the Study was Conducted for Males 
Acculturation Outcomes 
GP A for Study Year Assimilation Integration Separation Marginalization 
From 0.00 to 1.00 1 0 0 3 
From Above 1.00 to 2.00 0 1 8 1 
From Above 2.00 to 3.00 0 0 3 3 
From Above 3.00 to 4.00 0 0 0 0 
Table 18. Frequency Distribution of Acculturation Outcomes Based on Gender Roles by 
GPA over the Year the Study was Conducted for Females 
Acculturation Outcomes 
GP A for Study Year Assimilation Integration Separation Marginalization 
From 0.00 to 1.00 1 0 1 
From Above 1.00 to 2.00 0 4 1 0 
From Above 2.00 to 3.00 1 0 0 0 
From Above 3.00 to 4.00 0 1 0 0 
Table 19. Frequency Distribution of GPA over the Year the Study was Conducted by 
Gender 
Gender 
GP A for Study Year Males Females 
From 0.00 to 1.00 4 3 
From Above 1.00 to 2.00 10 5 
From Above 2.00 to 3.00 6 1 
From Above 3.00 to 4.00 0 1 
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The expected links between GP As and acculturation outcomes were exhibited 
weakly partly due to high variability and a small sample. It is interesting that 
individuals categorized as exhibiting the assimilation outcome based on both 
language usage behaviors and gender roles received GP As lower than expected 
compared to other acculturation outcomes. This occurrence seems to be related to the 
percent of students' lives spent in the United States (PLUS) (see Table 20). There is 
an appreciable drop in GP As between the PLUS categories of 50-75% and 75-100%. 
When examining GP As by place of birth it seems individuals born in Mexico 
generally do better than those born in the United States (see Table 21). This is by no 
means a new observation on Hispanic students (President's Advisory Commission on 
Educational Excellence for Hispanic Americans 1992; Rumbaut 1995; Suarez-Orozco 
and Suarez-Orozco 1994). Suarez-Orozco and Suarez-Orozco (1994) attribute this 
tendency to decreased motivation to take advantage of the educational opportunity by 
United States born Hispanic students. It is also interesting that male students 
exhibited GP As slightly higher than females within the separation and 
marginalization categories, which involve no movement or movement away from the 
mainstream American culture. The seeming disparity between the patterns of male 
and female GP As in the separation and marginalization categories may be indicative 
of a higher academic selective pressure for males than females as motivational pushes 
and pulls influence students' academic achievement. 
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Table 20. Frequency Distribution of Percent of Life Spent in the United States (PLUS) 
Categories by GP A for the Year the Study was Conducted for Males and Females 
PLUS Categories 
GP A for Study Year 0-25% 25-50% 50-75% 75-100% 
From 0.00 to 1.00 
From Above 1.00 to 2.00 
From Above 2.00 to 3.00 
















Table 21. Frequency Distribution of Country of Birth by GPA for the Year the Study was 
Conducted for Males and Females 
Country of Birth 
GP A for Study Year Mexico United States 
From 0.00 to 1.00 1 6 
From Above 1.00 to 2.00 8 6 
From Above 2.00 to 3.00 5 2 
From Above 3.00 to 4.00 2 0 
Academic Selective Pressures of Hispanic Students 
One explanation for slightly higher GP As of male students is that selective 
pressures have already weeded out those who have lower educational internal and 
external motivation. In the context of this study, internal motivation refers to a self-
drive to engage in a behavior, and external motivation refers to pressure from family, 
friends, or other individuals to employ a behavior. Because of the importance of 
internal and external motivation on academic achievement for all students, those 
students who have dropped out probably would have performed poorly ifthe school 
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had retained them. The characteristics of machismo function in two main ways to 
push males away from the educational system. The first is the need to be a provider. 
Both male and female students reported that males were more likely to leave school 
in order to perform wage labor. Two teachers who have a high level of contact with 
Hispanic students (HLOC) responded that Hispanic males had a predominant 
tendency to leave school for work. Other teachers indicated this trend as well, saying 
that Hispanic male students employed outside the school see work as very important 
and some days takes precedence over their school attendance. Pressure to be a 
provider creates a pull away from school. 
The second characteristic of machismo that affects academic performance is 
the need for respect and a superior self-image. Selected teachers (HLOC), and one 
astute female student talking about her brother, commented on this characteristic 
referred to variably as a "fragile male ego". Failure to achieve well in school 
challenges this positive self-image of machismo and motivates male students to 
alleviate the situational dissonance. This could be done in three ways. The first is to 
change their self-image. However, according to the behaviors/values model of 
acculturation (Szapocznik et al. 1978) this is not likely to occur readily. The second 
is to improve academic achievement; this is a relatively long-term process that is 
often slowed by individuals' initially poor adaptation to the educational system. The 
third is to leave school. This is the quickest way for males to alleviate this stress and 
is likely the method used in most cases. This was supported by one of the HLOC 
teachers who was a primary consultant during this study. The desire to sustain 
positive self-image as defined by machismo often causes a push away from school. 
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Those Hispanic males who withstand the pressure to leave school to work as 
well as the pressure of self-image conflicts probably do so because of relatively 
strong motivation to remain and do well in school. During interviews students 
mentioned both internal and external motivations to remain and do well in school. 
Two (22%) of the nine male students who reported the source of their motivation 
indicated internal motivations to achieve in school. One student wanted to go to 
college and the other wanted to learn English so he could get a good job. As would 
be expected for Hispanics students, external sources of motivation linked to family 
and friends predominated over internal motivation. Seven males (78%) indicated 
external motivation to achieve in school. One of these students indicated that 
motivation came from friends and another indicated that his girlfriend was motivating 
him to do well. The other five (71 % ) who listed sources of external motivation to 
achieve in school received it from family members. For instance a male student 
reported coming to Marshalltown to work, but the relative he was staying with was 
forcing him to finish school first. 
There is lower selective pressure for female students that may result in a lower 
rate of dropping out of school than for male students. Females were not exposed to 
the machismo push to engage in wage labor. Instead they were more likely to be 
expected to participate in education as part of their female gender role in their parent 
culture. Three out of the five ( 60%) females that gave substantial answers to the 
questions pertaining to gender roles at home listed participation in education as an 
expectation of females. Only one male listed education as an expectation for males, 
although he indicated that it was also expected of females. The average GP A for 
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female students who indicated educational expectations for them at home was 2.19, 
compared to 1.50 for the average GP A of other females. The male student (2.39) that 
expressed educational expectations at home also did better than other males (1.64). 
This strongly indicates the importance of parental support for education. That parents 
of female students of Mexican heritage are conveying education expectation, relating 
to the public sphere, to their daughters is very interesting as it does not seem to 
adhere to the dichotomy found in machismo and marianismo. This seems to indicate 
a degree of acculturation on the part of the parents toward the American mainstream 
culture, or a change in marianismo in the Mexican cultural complex as indicated by 
Gutmann (1997). The demographic trend of female students living in the United 
States for a longer period of time with a more extended family structure, parental 
acculturation, or the establishment of a marginal culture as described by Goldberg 
( 1941) are a reasonable explanation for this sample population. Future research 
should deal more with changes in the parental culture and its affects on student 
academic achievement. 
Female students were also less pressured to increase academic achievement or 
leave school based on self-image as were males. Seven of the ten females (70%) 
stated that they were doing well at school, compared to twelve of the twenty males 
(60%). All three of the females who indicated that they were not doing well at school 
attested that their activities for others (i.e., taking care of siblings) were causing their 
troubles. No male students indicated such a problem. This may indicate a value in 
the marianismo system in which it is acceptable for females to perform poorly in 
school if it is due to the needs and wants of others, especially of the family. This 
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suggests that in contrast to males, female students would have a culturally valid way 
to avoid a negative self-image if they are performing poorly in school. 
Because the pushes and pulls to leave school are less and the general push to 
stay in school is relatively high for females compared to males, the amount of 
additional external motivation from relatives and others required to remain in school 
is comparatively low for females. This is indicated by the lower percent of females 
(22%) that overtly commented on motivations for academic achievement during 
interviews compared to males (43%). However, the further need for motivation to do 
well in school may be higher for females than males retained by the school. This 
should not be taken to mean that females are not self-motivated or encouraged by 
others to have high academic achievement. Clearly these motivational forces do 
exist. For instance, one HLOC teachers commented that females are generally 
internally motivated to stay in school because they see it as a method for social 
advancement. However, additional motivation is still needed. 
Academic Achievement Related to Gender and Acculturation Outcomes 
To summarize, gender differences in academic achievement according to 
acculturation outcomes are likely related to varying levels of academic selection 
pressure, except in the case of assimilation. For students exhibiting the assimilation 
outcome of acculturation low academic achievement is probably caused by lower 
internal motivation due to no longer perceiving education as an opportunity to the 
same extent as do students who are retained by the school and exhibit other 
acculturation outcomes. 
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Because of the higher selection pressure on males than females in the 
separation category of acculturation outcomes, only a small proportion of the total 
possible population of males of appropriate age are represented in the sample of this 
study. Those males who are represented are likely, for reasons related to their 
retention in school, students who perform better academically than the average of the 
total possible population of male students currently in and out of school. In 
comparison, because of the low academic selective pressure and the general push to 
participate in school for females, a large proportion of the total possible population of 
female students is represented by the sample of this study. Therefore, the average 
GPA of the represented female students is likely closer to what the average GPA for 
females would be if the total possible population of female students was attending 
school. However, the average GPA ofrepresented females is probably lower than 
their potential GP A compared to the average GP A of represented males. In general it 
seems that female students of Mexican heritage should do better academically than 
their male counterparts because a higher level of educational expectation within the 
parental culture should create higher external motivation for female students. This 
should be noticeably true in the case of females exhibiting the integration outcome 
because of increasing internal motivation. The idea that females should in general do 
better than males, when other factors are controlled, is not unfounded (McCormick 
1994; Rumbaut 1995). However, this was not the observed trend for females in this 
study except in one case. 
For individuals who fall into the marginality category the selection 
mechanisms vary only in degree from those experienced by individuals exhibiting 
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separation. The characteristics of machismo and marianismo that affect retention and 
achievement in the education system are less important in the case of marginal 
individuals, as are affects of external motivation from others. This is due to general 
disenfranchisement of individuals from both the parental and educational cultures. 
Although selective pressures should be more similar between male and female 
students in the case of marginalization compared to the case of separation, there 
should still be some differentiation caused by latent affects of machismo and 
marianismo that have been acquired from the parent culture. The differential 
selection pressures for males and females exhibiting the marginalization acculturation 
outcome, like those exhibiting separation, probably causes a disparity in 
representation within the school system. 
To return to my working questions, the implications of this qualitative analysis are 
that acculturation outcomes based on behavior and value domains of acculturation vary by 
gender. The academic achievement of individuals varies by acculturation outcome and by 
gender. In the following chapter the findings ofthis study are examined in relation to a 
general pattern of differential academic selection based on these qualitative results. 
Recommendations for the educational system and for future research are also given. 
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CONCLUSION 
In this final chapter qualitative findings of this study are summarized and explained. 
A general pattern for gender related differential academic selection due to acculturation of 
high school students of Mexican heritage in the Midwest is described based on this study. 
Suggestions for the educational system and future research are also given. The findings of 
this study have indicated the importance of several factors contributing to academic 
achievement of Mexican heritage students in the Midwest that should be meaningful for 
teachers and administrators. These factors are: 
• Acculturation outcomes exhibited by students 
• Culturally based gender roles and values 
• Familial support of the educational process 
• Rapid English acquisition by limited proficiency students 
These factors will be discussed in further detail in the following pages. 
The Pattern of Academic Selection and Achievement 
According to the socioanalytic model (Smither 1982) individuals have role repertoires 
in their original culture that they use to function appropriately within that culture. 
Acculturation of individuals involves changing their role repertoires to function appropriately 
in the new culture. The socioanalytic model addresses the affect values associated with 
cultural character structures have on determining the ease of these changes in role repertoire. 
The socioanalytic model suggests that gender plays a role in the process of acculturation as 
affected by differences between gender, cultural character structures, and related role 
repertoires in the original and new cultures. For this study, the socioanalytic model suggests 
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that machismo and marianismo affect cultural character and role repertoires of Mexican 
heritage students. 
From the findings of this study, I suggest that there is a pattern of academically 
related selection that is carried out as students of Mexican heritage who migrate to the 
Midwest adapt to their new cultural environment. This pattern affects and is affected by the 
process of acculturation. The process of acculturation has four possible outcomes for 
individuals. These are assimilation, integration, separation, and marginalization. 
Assimilation is an adaptation in which the original cultural identity is lost as the cultural 
identity of the new society is acquired. Integration occurs when part, or all, of the original 
cultural identity is retained while part of the new culture is adopted. Separation involves 
intentional withdrawal from the new culture while maintaining the original cultural identity. 
Finally, in this context, marginalization is alienation from both cultures and a general loss of 
cultural identity. The pattern of selection has two main phases that overlap to some degree. I 
call these phases Acute Conflict and Chronic Conflict. The Acute Conflict phase is 
behavior-driven (i.e., language usage), whereas the Chronic Conflict phase is value-driven 
(i.e., role ideologies such as machismo and marianismo, as well as family loyalty). 
The primary phase of selection, or Acute Conflict, occurs relatively soon after initial 
contact. General behavioral domains, which are sections of individuals' total role repertoire, 
is predominated by language usage behaviors during this phase. The Acute Conflict phase is 
relatively short and intense. The degree to which the Acute Conflict phase is manifested 
depends on the compatibility of students' developing role repertoires with that of the 
educational institution. In other words, individuals entering a school for the first time in the 
United States will experience more stress and dissonance than individuals transferring from 
62 
California. Also, if the school is unresponsive to cultural differences of its students, then a 
higher level of stress will be incurred by students (and probably by the school as well) than if 
the school initially takes into consideration the changing cultural context of students. 
External motivation from family members and friends is very important for students of 
Mexican heritage during this phase to both enhance academic performance and retention. 
Acculturation outcomes first emerge in individuals during the Acute Conflict phase. 
During this primary phase of high selective pressure students who adopt an integration 
acculturation strategy with changing role repertoires in behavioral domains related to school 
have a higher probability of performing well academically and being retained by the school 
than those adopting a separation or marginalization acculturation strategy. This study found 
that the highest percent of both males and females fell within the integration outcome 
according to language usage behaviors. This finding attests that there is a common value 
among students retained by the school to maintain Mexican identity (in the form of Spanish 
language retention and usage), while at the same time they made active attempts to 
participate in the mainstream American culture (in the form of English language acquisition 
and usage). Individuals exhibiting the marginalization outcome are retained to the lowest 
extent followed by individuals exhibiting the separation outcome. In this study there is a 
notable lack of individuals exhibiting the marginalization acculturation outcome based on 
language usage behaviors. Measures such as the BAS may be useful in identifying at risk 
students before they drop out of school. 
The secondary phase of selection, the Chronic Conflict phase, involves contrasting 
cultural values that result in role repertoire evaluation and modification. The Chronic 
Conflict phase occurs relatively late after initial contact, but temporally overlaps with the 
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Acute Conflict phase. This secondary phase of selection produces similar differential 
academic achievement and school retention for acculturation outcomes as the primary phase, 
but extends longer and is less intense in its selective pressure than. During this phase there is 
a rise in influence of internal motivation on academic achievement, however external 
motivation still remains important. The type of acculturation outcome students adopt in 
various value-related domains associated with particular cultural contexts largely affects the 
duration of the Chronic Conflict phase. For instance, within a domain the exhibition by 
individuals of the assimilation acculturation outcome produces a foreseeable end to conflict. 
However, if individuals exhibit marginalization there is no foreseeable end to conflict. 
During the Chronic Conflict phase values associated with machismo and marianismo 
play an important role. As the qualitative analysis of this study has found, there are 
differential frequencies of acculturation outcomes exhibited by females and males. Females 
exhibit the trait of integration to a higher extent and separational and marginalization to a 
lower extent than males when acculturation outcomes are determined by examining values 
(i.e. machismo and marianismo ). Overall the selection pressure to drop out of school will be 
higher for males because of the machismo characteristics of needing to be a provider and 
needing respect and a superior self-image. However, males exhibiting the separation 
acculturation outcome do better academically (i.e. GP A) than females exhibiting separation, 
which is probably due to differential retention rates for males and females and the generally 
lower motivation levels of females compared to males. Another value domain that affects 
academic achievement during this phase is students' loyalty to family. Students miss school 
to perform tasks for their parents or to attend festivities for relatives in Mexico. This 
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additionally supports the vital importance of familial support for the educational process 
among students of Mexican heritage. 
Implications for Education 
Findings ofthis study have several implications for the development of programs, 
policies, and paradigms to deal with the recent and continuing increase of students of 
Mexican heritage, and broadly Hispanic students, in the Midwest. The following are 
suggestions which teachers and administrators may already know. However, hopefully they 
will add new insight on the topic. 
There is a predominant need to address the language barrier quickly and decisively to 
deal with the primary phase of school retention and performance problems. Primary 
instruction for students of Mexican heritage with limited English proficiency should deal 
with both language and related behavioral practices that students may require to survive 
within their new community and school, particularly oral communication. It is doubtful that 
inclusion of severely limited English proficiency students in mainstream classes is of benefit 
to students, and may result in a more pronounced manifestation of the Acute Conflict phase. 
In addition to the overt acquisition of functional knowledge by students, primary instruction 
should be aimed at vicariously aiding other members of students' families to adjust to their 
new community. This has the latent effect of showing the immediate benefits of students' 
education to both students and their families. It is imperative for students' academic 
achievement that their parents value the education they are receiving in the American 
educational system. 
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When students have made initial adjustments to their new cultural context, instruction 
of limited English proficiency students of Mexican heritage should include language and 
related behavioral practices that students may require for high achievement within their new 
school. Instruction during this period should focus on oral and written communication. At 
this time students should attend classes that require low English proficiency, such as math. 
Students should be given the opportunity to discuss their observations about classes they 
attend and to check their comprehension of what is going on in classes with other students 
and their ESL teacher. If students are functional in English but lacks English fluency when 
they arrive at the school they may begin with this type of instruction. Administration and 
teachers need to plan early instruction with built in flexibility, as students of Mexican 
heritage often transfer into school at varying times throughout the year. Teachers can 
additionally aid in alleviating problems associated with the Acute Conflict phase by at least 
learning some Spanish. This has the additional advantage of symbolically diversifying 
teachers (Fishman 1989), which has been found to affect Hispanic students' perceptions of 
their teachers (Galguera 1998). This has an effect on the ability of teachers to motivate and 
work with students of Mexican heritage. 
To deal with the secondary or Chronic Conflict phase of school retention and 
performance problems, the school should encourage teachers to mentor students when 
cultural conflict and crisis periods arise for students. This will primarily aid students in 
negotiating situations while encouraging students to adopt adults in the school as role 
models. This latent effect increases teachers' ability to provide the important element of 
external motivation for students. Teachers should also try to develop students' internal 
motivation to learn so that they become self-regulating life-long learners. This is important 
66 
in the American educational system at the high school level and beyond, as well as for 
engagement in responsible citizenship and productive employment. A comfort zone, as 
exemplified by the IAC room at the Marshalltown High School, is recommended to provide 
students with a place to study and receive additional help. It should also provide a place to 
engage in open discussions pertaining to academic achievement and cultural conflicts that 
may develop in other parts of the educational institution. It is also suggested that students 
take Spanish classes for native speakers or aid in teaching Spanish to non-native speakers to 
retain and develop their bilingualism. Teachers can aid in alleviating problems associated 
with Chronic Conflict by traveling to foreign countries, particularly Latin American 
countries, so that they have a greater appreciation of the difficulties associated with adapting 
to expectations of a different culture and increase their symbolic diversity. 
Other suggestions for the educational system can be made for working with students 
of Mexican heritage based on additional information collected during this study dealing with 
gender role repertoires incorporating machismo and marianismo. Students should be 
encouraged to participate in class, which is especially true for females because of their often 
reserved behavior. Particularly for males, teachers should avoid confrontation with and 
disciplining students in public, due to the importance of respect and self-image. Related to 
this, teachers should avoid using teaching strategies, such as discovery (i.e., benchmark 
experiments) until the students become comfortable with self-correction and peer-correction. 
In addition, both formal and informal teachers should avoid becoming frustrated with 
communication problems in a way that results in simply providing answers to students. Most 
importantly, full assimilation of students of Mexican heritage should not be the goal of 
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education. Instead the unique characteristics ofbicultural and bilingual students should be 
used to increase academic achievement in the American educational system. 
Implications for Future Research 
Further research on the working questions of this study is warranted based on its 
findings and limitations. Future research in this area should have two primary foci. First, 
larger sample sizes are needed. Second, the pattern of academic selection developed during 
this study needs to be further verified and tested. Strengthening of the qualitative findings of 
this study would be best accomplished by carrying out a similar study on a grander scale. 
Future studies should include larger samples of male and female students, including 
individuals that are planning to or have dropped out of school. Students exhibiting 
marginalization should be expressly sought out. Students should be investigated as either 
Mexicanos, students of Mexican heritage born in Mexico, or Chicanos, students of Mexican 
heritage born in the United States, because of their differential patterns of academic 
achievement. A control sample of European American students should also be examined. 
Future studies ofthis type should also include larger samples of teachers, as well as parents. 
The pattern of academic selection for high school students of Mexican heritage in the 
Midwest discussed during this study needs to be further verified for similar migrant 
populations, as well as for its applicability to other groups. Other groups should include both 
Hispanic and non-Hispanic cultures. The pattern should also be tested for different age 
ranges and generational statuses. 
- - ---- - - - - --- - - -
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In conclusion, studies of this type have many implications for future research, as well 
as for the development of new educational practices, policies, and paradigms to understand 
and improve academic achievement among students of Mexican heritage. The study of 
academic achievement among minority students is an important issue for the American 
educational system. In the Midwest, the low academic achievement of Hispanic students is 
currently a critical issue due to prevailing trends in Hispanic migration. If efforts are not 
currently made to develop new practices, policies, and paradigms by the educational 
institutions of the Midwest, there will be a persistence of low academic achievement in an 
exponentially proportion of its population. 
69 
APPENDIX A. LETTERS OF INTRODUCTION 
Otra Cara Para Espafiol 
Dear Parent or Guardian : 
Cort Iverson 
c/o Marshalltown Community 
High School 
I am an anthropology Masters student at Iowa State University. Over the past two years I have visited 
Marshalltown High School as a potential site for data collection and a source of insight into the education of 
Hispanic students. I am now preparing to collect data for my thesis, which I will discuss shortly. This letter is a 
request to interview your student at the Marshalltown High School and for access to your student's grade point 
averages for the last two semesters. 
My proposed thesis, through interviewing Hispanic students and their teachers, will investigate the relationships 
between gender, acculturation, and academic achievement. This research will lead to a better understanding of 
academic achievement among Hispanic students and will hopefully aid in raising academic achievement in the 
future. The student interview schedule will include questions on basic demographic information, language 
usage and preference, social interaction, future plans, and expectations that teachers and family members have 
of them. 
Collected information will be confidential because I will be the only one who can connect your student' s name 
to the randomly assigned identification number on interview sheets and on sheets containing grade point 
average information. I will not give this information to anyone else. The identification number on these sheets 
will be removed by July 1, 1998. I will also avoid reporting information in a way that may allow someone to 
figure out the identity of the student involved. If the student allows me to tape-record the interview, the tape 
will be erased after it has been transcribed. Your student will not be placed at risk or incur discomfort from 
participation beyond that which may occur in ordinary daily life. 
Once again I must stress that all sensitive information and personal identifications will be kept confidential. 
would truly appreciate your support of my thesis by allowing your student to participate in this research and by 
releasing their grade point averages for the late two semesters. I can only offer in return my sincerest thanks. If 
you have any questions please contact me through the high school. I will be more than willing to answer your 
questions. Thank you for your time and consideration. 
Sincerely, 
Cort Iverson 
If you will allow your student to participate in this research and agree to release your student's grade point 
averages for the last two semesters please return this portion of the letter in the envelope provided to Cort 
Iverson. This may be accomplished by having your student deliver it to the main office at the high school or by 
mailing it with the attached stamp. 




Other Side for English 
Amado Padre, Madre, o Tutor: 
Cort Iverson 
c/o Marshalltown Community 
High School 
Yo soy un licenciado superior en Letras estudiante de antropologia en Iowa State University. Por mas de dos 
afios yo he visitado Marshalltown High School como un potencial sitio para colectar datos y a la vez uno fuente 
de entendimiento dentro de la educaci6n de estudiantes hispanicos. Ahora yo estoy preparandome para colectar 
datos que seran utilizado en mi tesis. Esta carta es para pedir su consentimiento para entrevistar a su hijo(a) en 
la Marshalltown escuela ya la vez para poder tener acceso a las notas obtenidas por su higo(a) en los dos 
semestres anteriores. 
Mi projecto de tesis investigara las relaci6nes entre sexo, interacci6n cultural, y exito academico. Esta 
investigaci6n conducira a una mejor comprensi6n de! exito academico de estudiantes hispanicos y posiblemente 
ayudara aumentar el exito academico en el futuro. La entrevista de su hijo(a) incluira preguntas de informaci6n 
basica en demografia, lengua (uso y preferencia), interacci6n social, planes futuros, y lo que otros esperan de 
ellos. 
La informaci6n que se obtiene sera confidencial porque yo sere la (mica persona que podia conectar el nombre 
de su estudiante con el nLI.mero de identificaci6n en las hojas de entrevista y el grado punto promedio (GPA en 
ingles). Yo me comprometo a no dar esta informaci6n a nadie. El nfunero de identificaci6n en las hojas sera 
removido el primero de Julio de 1998. A la vez, evitare presentar informaci6n en cierto modo que permita a 
alguien descubrir la identidad de los estudiantes. Su hijo(a) no sera expuesto(a) a ning(m peligro o incomodidad 
despues de tomar la entrevista. 
Una vez mas, quisiera acentuar que toda la informaci6n obtenida e indentificaci6n personal sera confidencial. 
Apreciaria mucho su apoyo en cuanto a su autorizaci6n para que su higo(a) participe en esta investigaci6n y a la 
ves en su autorizaci6n para utilizar los grados punto promedio de su estudiante. Agradezco de antemano su 
comprensi6n y ayuda. Si tiene alguna pregunta por favor no dude en contactarme por medio de la escuela. 
Gracias para su tiempo y consideraci6n. 
Sinceramente, 
Cort Iverson 
Si usted autoriza su estudiante para participar en esta investicaci6n y consiente en que grados punto promedio 
de su estudiante de los dos semestres pasado sean utilizados para esta investigaci6n, por favor vuelta esta 
porci6n de la carta en el sobre adjunto. Favor pedir a su hijo(a) que entregue esta porci6n de la carta a la oficina 
de la direcci6n o envie la por correo con el sello adjunto. 




APPENDIX B. SECOND CONSENT FORM 
A la vez, si usted autoriza consiente en que grados punto promedio de su estudiante de los dos semestres pasado 
sean utilizados para esta investigaci6n, por favor vuelta esta carta en el sobre a Cort Iverson o Mr. Mertens. 
Gracias para su tiempo y consideraci6n. 
Once again, if you will agree to release your student's grade point averages for the last two semesters please 
return this letter in the envelope provided to Cort Iverson or Mr. Mertens 
Thank you for your time and consideration. 
ID#: _ _ _ 
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APPENDIX C. STUDENT INTERVIEW: SECTION 1 
Student Interview Schedule 
You have been selected to participate in a study on the relationships between gender, acculturation, 
and academic achievement. This interview will last approximately thirty minutes and will consist of three 
sections. The first section consists of questions on basic demographic information. The second section consists 
of multiple choice questions that pertain to your language use of Spanish and English, social interactions, and 
attitude toward school. The third section contains open-ended questions on gender roles and what teachers and 
family members expect of you. Your responses will help people to understand academic achievement among 
students of Mexican heritage, and will hopefully help these students to do better in school. You may stop 
answering questions at any time with no negative consequences. Your answers will be confidential because 1 
am the only one who can connect your name to the randomly assigned identification on this sheet and I will not 
give this information to anyone else. The identification number on this sheet will be removed by July I, 1998. 
I will also avoid reporting information in a way that may allow someone to deduce your identity. You may ask 
me questions about this interview or the study at any time. Thank you for your time and participation. 
D Were you born in Mexico, or where both your parents born in Mexico? 
D Have you always lived in households with primarily Mexicans? 
D Have you been enrolled at this high school for at least two semesters? 
Section 1: Demographic Information 
I . How old are you? 
2. Where were you born? 
3. Where have you lived? 
4. How long did you live at each of these places? 
5. Who did you live with at each of these places? 
6. What schooling did you receive at each of these places? 
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Formulario de Encuesta para Estudiantes 
Usted ha sido seleccionado para participar en un estudio acerca de la relaci6n que existe entre el sexo, 
culturizaci6n y exito academico. Esta encuesta tomara aproximadamente treinta minutos y esta dividida en tres 
secciones. La primara secci6n contiene preguntas basicas acerca de su informacion demografica. La segunda 
secci6n contiene preguntas de selecci6n multiple que son relacionadas con el uso de su espafiol e ingles, 
interacciones sociales dentro de su grupo y las actitudes que usted tiene hacia la escuela. La tercera seccion 
contiene preguntas cortas acerca del rol que los diferentes sexos tienen dentro de su circulo social y las 
espectativas que los profesores y familia tienen acerca de usted. Sus respuestas nos ayudaran a entender el exito 
academico de los estudiantes desendientes de mexicanos ya la vez esperamos que tambien ayude en un futuro a 
que otros estudiantes hispanicos tengan mas exito en la escuela secundaria. Usted quede dejar de contestar las 
preguntas en cualquier momento sin que nosotros tengamos ninguna represaria en contra suya. Sus respuestas 
seran confidenciales y yo sere la fulica persona que podra tener acceso a su informaci6n y a Ia vez me 
comprometo a no dar esta informaci6n a ninguna otra persona. El numero de identificaci6n de esta hoja sera 
removido el primero de julio de 1998. Yo tambien me pomprometo a evitar hacer reportes de esta informaci6n 
en una manera que permita a alguien mas saber su identidad. Usted puede hacerme cualquier tipo de preguntas 
acerca de esta entrevista o acerca de el estudio en cualquier momento. Gracias por su tiempo y participaci6n. 
O (,Lugar de nacimiento o lugar de nacimiento de sus dos padres en Mexico? 
O (,Ha usted vivido siempre con mexicanos primariamente? 
O (,Ha usted estudo inscrito en esta escuela secundaria por al menos uno afio? 
Secci6n 1: lnformacion Demogrefica 
l. (,Cuantos afios tiene usted? 
2. (,Lugar de nacimiento? 
3. (,Lugares en d6nde ha vivido? 
4. (,Cuanto tiempo ha vivido en esos lugares? 
5. (,Con quien ha vivido en cada uno de esos lugares? 
6. (,Que grado academico recibi6 en cada uno de esos lugares? 
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APPENDIX D. STUDENT INTERVIEW: SECTION 2 
The Bidimensional Acculturation Scale for Hisoanics CBASl 
0 Randomizations Items 4 3 2 I 
I 21 13 9 17 12 How often do you speak English? almost often sometimes almost 
always never 
2 6 8 18 21 16 How often do you speak in English with your friends? almost often sometimes almost 
always never 
3 16 21 10 8 7 How often do you think in English? almost often sometimes almost 
always never 
4 2 14 22 14 8 How often do you speak Spanish? almost often sometimes almost 
always never 
5 10 9 I 18 17 How often do you speak Spanish with your friends? almost often sometimes almost 
always never 
6 3 18 15 I 20 How often do you think in Spanish? almost often sometimes almost 
always never 
7 7 24 12 10 13 How well do you speak English? very well poorly very 
well poorly 
8 II 15 5 23 14 How well do you read in English? very well poorly very 
well ooorly 
9 19 II 16 15 18 How well do you understand television programs in very well poorly very 
Enl(lish? well ooorly 
10 24 23 24 4 I How well do you understand radio programs in English? very well poorly very 
well poorly 
II 12 4 20 20 10 How well do you write in English? very well poorly very 
well poorly 
12 22 16 8 24 19 How well do you understand music in English? very well poorly very 
well poorly 
13 8 20 17 16 22 How well do you speak Spanish? very well poorly very 
well ooorly 
14 4 7 21 12 15 How well do you read in Spanish? very well poorly very 
well poorly 
15 20 12 13 5 4 How well do you understand television programs in very well poorly very 
Spanish? well poorly 
16 18 17 7 13 II How well do you understand radio programs in very well poorly very 
Spanish? well poorly 
17 9 I 2 2 23 How well do you write in Spanish? very well poorly very 
well ooorly 
18 5 2 14 22 24 How well do you understand music in Spanish? very well poorly very 
well poorly 
19 13 3 4 3 5 How often do you watch television programs in almost often sometimes almost 
En11.lish? always never 
20 15 22 19 6 2 How often do you listen to radio programs in English? almost often sometimes almost 
always never 
21 23 5 23 19 6 How often do you listen to music in English? almost often sometimes almost 
always never 
22 I 10 6 9 3 How often do you watch television programs in almost often sometimes almost 
Spanish? always never 
23 17 19 II 7 9 How often do you listen to radio programs in Spanish? almost often sometimes almost 
always never 
24 14 6 3 II 21 How often do you listen to music in Spanish? almost often sometimes almost 
always never 
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The Bidimensional Educational Acculturation Scale for Hispanics (REASH) 
0 Randomizations Items 4 3 2 I 
I 19 I 13 8 16 How often do you speak English in school? almost often sometimes almost 
always never 
2 13 15 7 10 17 How often do you speak in English with your friends in almost often sometimes almost 
school? always never 
3 4 17 4 13 II How often do you speak in English to Hispanic students almost often sometimes almost 
in school? always never 
4 20 18 6 3 15 How often do you speak in English to non-Hispanic almost often sometimes almost 
students in school? always never 
5 3 3 18 19 3 How often do you speak in English to your teachers in almost often sometimes almost 
school? always never 
6 14 6 20 16 13 How often do you think in English in school? almost often sometimes almost 
alwavs never 
7 15 10 15 14 9 How often do you speak Spanish in school? almost often sometimes almost 
always never 
8 9 12 II 17 4 How often do you speak Spanish with your friends in almost often sometimes almost 
school? always never 
9 5 II 10 4 19 How often do you speak in Spanish to Hispanic almost often sometimes almost 
students in school? alwavs never 
10 I 5 9 7 1 How often do you speak in Spanish to non-Hispanic almost often sometimes almost 
students in school? always never 
11 11 19 16 20 10 How often do you speak Spanish to your teachers in almost often sometimes almost 
school? alwavs never 
12 8 7 3 6 5 How often do you think in Spanish in school? almost often sometimes almost 
alwavs never 
13 6 9 2 12 8 How well do you get along with other Hispanic very well poorly very 
students? well poorlv 
14 18 4 19 18 12 How well do you get along with non-Hispanic students? very well poorly very 
well poorly 
15 7 13 14 9 7 How well do you get along with teachers? very well poorly very 
well poorly 
16 2 14 8 I 2 How often do you speak to Hispanic students in school? almost often sometimes almost 
alwavs never 
17 12 8 12 2 18 How often do you speak to non-Hispanic students in almost often sometimes almost 
school? always never 
18 17 20 I 15 6 How often do you speak to teachers in school? almost often sometimes almost 
always never 
19 16 2 17 II 20 How often are you involved in primarily Hispanic almost often sometimes almost 
extracurricular activities and sports? alwavs never 
20 10 16 5 5 14 How often are you involved in primarily non-Hispanic almost often sometimes almost 
extracurricular activities and sports always never 
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The Academic Achievement Attitude Scale (AAAS) 
0 Randomizations Items 4 3 2 I 
I 7 9 8 7 I How well do you do on homework? very well poorly very 
well poorly 
2 3 3 I 3 3 How well do you do on tests? very well poorly very 
well poorly 
3 5 6 5 5 10 How well are you doing in school? very well poorly very 
well poorly 
4 12 II 2 II II How often do you turn in homework on time" almost often sometimes almost 
always never 
5 4 I 6 4 2 How often do you take test when they are scheduled? almost often sometimes almost 
always never 
6 II 8 10 10 21 How often do you attend school" almost often sometimes almost 
always never 
7 I 10 3 I 7 What are your chances of graduating from high school" very good poor very poor 
good 
8 8 2 7 8 9 What are your chances of going to college" very good poor very poor 
good 
9 6 7 II 12 12 What are your chances of graduating from college'> very good poor very poor 
good 
10 9 5 4 2 5 How well is school preparing you for adult life? very well poorly very 
well ooorlv 
II 2 12 12 9 8 How well is school preparing you for employment? very well poorly very 
well poorly 
12 10 4 9 6 6 How often do you get in trouble at school'> almost often sometimes almost 
always never 
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La Bidimensional Acculturation Escala nara Hispanos (BAS) 
0 Randomizations Cosas 4 3 2 I 
I 21 13 9 17 12 lCon que frecuencia habla usted ingles? casi frecuentemente algunas casi 
siempre veces nun ca 
2 6 8 18 21 16 lCon que frecuencia habla usted en ingles con sus amigos? casi frecuentemente algunas casi 
siemore veces nunca 
3 16 21 10 8 7 lCon que frecuencia piensa usted en ingles? casi frecuentemente algunas casi 
siempre veces nunca 
4 2 14 22 14 8 lCon que frecuencia habla usted espailol" casi frecuentemente algunas casi 
siempre veces nun ca 
5 10 9 I 18 17 lCon que frecuencia habla usted en espailol con sus amigos'> casi frecuentemente algunas casi 
siempre veces nun ca 
6 3 18 15 1 20 lCon que frecuencia piensa usted en espailol" casi frecuentemente algunas casi 
siempre veces nunca 
7 7 24 12 10 13 lQue tan bien habla usted ingles? muy bien bien no muy muy mal 
bien 
8 II 15 5 23 14 l Que tan bien lee usted en ingles" muy bien bi en no muy muy mal 
bi en 
9 19 II 16 15 18 lQue tan bien entiende usted los programas de television en muy bien bi en no muy muy mal 
ingles? bi en 
IO 24 23 24 4 I lQue tan bien entiende usted los programas de radio en muy bien bien no muy muy mal 
ingles" bi en 
II 12 4 20 20 10 l Que tan bien escribe usted en ingles" muy bien bi en no muy muy mal 
bi en 
12 22 16 8 24 19 lQue tan bien entiende usted mitsica en ingles" muy bien bi en no muy muy mal 
bien 
13 8 20 17 16 22 lQue tan bien habla usted espailol? muy bien bien no muy muy ma! 
bi en 
14 4 7 21 12 15 lQue tan bien lee usted en espailol" muy bien bi en no muy muy ma! 
bien 
15 20 12 13 5 4 l Que tan bien entiende usted los programas de television en muy bien bi en no muy muy ma! 
espai\ol? bi en 
16 18 17 7 13 II l Que tan bien entiende usted los programas de radio en muy bien bien no muy muy mal 
espailol? bien 
17 9 1 2 2 23 lQue tan bien escribe usted en espailol" muy bien bi en no muy muy ma! 
bien 
18 5 2 14 22 24 l Que tan bi en entiende usted mitsica en espailol? muy bien bi en no muy muy ma! 
bi en 
19 13 3 4 3 5 lCon que frecuencia ve usted programas de television en casi frecuentemente algunas casi 
ingles? siempre veces nun ca 
20 15 22 19 6 2 l Con que frecuencia escucha usted programas de radio en casi frecuentemente algunas casi 
ingles" siempre veces nun ca 
21 23 5 23 19 6 lCon que frecuencia escucha usted mitsica en ingles" casi frecuentemente algunas casi 
siempre veces nunca 
22 I 10 6 9 3 lCon que frecuencia ve usted programas de television en casi frecuentemente algunas casi 
espailol" siempre veces nun ca 
23 17 19 II 7 9 lCon que frecuencia escucha usted programas de radio en casi frecuentemente algunas cas1 
espailol" siempre veces nunca 
24 14 6 3 11 21 lCon que frecuencia escucha usted mitsica en espaiiol" casi frecuentementc algunas casi 
siempre veces nunca 
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La Bidimensional Educacional Acculturation Escala oara Hisoanos BEASHl 
0 Randomizations Cosas 4 3 2 I 
I 19 I 13 8 16 i,Con que frecuencia habla usted en ingles en la escuela? casi frecuentemente algunas casi 
siempre veces nunca 
2 13 15 7 IO 17 i,Con que frecuencia habla usted en ingles con sus amigos en casi frecuentemente algunas casi 
la escuela? siempre veces nun ca 
3 4 17 4 13 II i,Con que frecuencia habla usted en ingles con estudiantes casi frecuentemente algunas casi 
hispanos en la escuela'> siempre veces nun ca 
4 20 18 6 3 15 i,Con que frecuencia habla usted en ingles con estudiantes casi frecuentemente algunas casi 
que no son hispanos en la escuela? siempre veces nunca 
5 3 3 18 19 3 i,Con que frecuencia habla usted en ingles con sus profesores casi frecuentemente algunas casi 
en la escuela'> siempre veces nun ca 
6 14 6 20 16 13 i,Con que frecuencia piensa usted en ingtes en la escuela'> casi frecuentemente algunas casi 
siempre veces nunca 
7 15 10 15 14 9 i,Con que frecuencia habla usted espailol en la escuela? casi frecuentemente algunas casi 
siempre veces nunca 
8 9 12 II 17 4 i. Con que frecuencia habla usted en espailol con sus amigos casi frecuentementc algunas casi 
en escuela? siempre veces nun ca 
9 5 II 10 4 19 i,Con que frecuencia habla usted en espailol con estudiantes casi frecuentemente algunas casi 
hispanos en la escuela? siempre veces nun ca 
10 I 5 9 7 I i,Con que frecuencia habla usted en espailol con estudiantes casi frecuentemente algunas casi 
que no son hispanos en la escuela'> siempre veces nun ca 
II II 19 16 20 10 i,Con que frecuencia habla usted en espailol con sus casi frecuentemente algunas casi 
profesores en la escuela? siempre veces nun ca 
12 8 7 3 6 5 i,Con que frecuencia piensa usted en espailol en la escuela? casi frecuentemente algunas casi 
siempre veces nunca 
13 6 9 2 12 8 i.Que tan bien va pasandola usted con otros estudiantes muy bien bi en no muy muy ma! 
hispanos? bi en 
14 18 4 19 18 12 i,Que tan bien se lleva usted con estudiantes que no son muy bien bi en no muy muy ma! 
hispanos? bi en 
15 7 13 14 9 7 i. Que tan bien se lleva usted con sus profesores? muy bien bi en no muy muy mat 
bi en 
16 2 14 8 I 2 i,Con que frecuencia habla usted con estudiantes hispanos en casi frecuentemente algunas casi 
la escuela'> siempre veces nun ca 
17 12 8 12 2 18 i,Con que frecuencia habla usted con estudiantes que no son casi frecuentemente algunas casi 
hispanos en la escuela'> siempre veces nun ca 
18 17 20 I 15 6 i,Con que frecuencia habla usted con profesores en la cas1 frecuentemente algunas cas1 
escuela9 siempre veces nun ca 
19 16 2 17 II 20 i,Con que frecuencia se envuelva usted en actividades y casi frecuentemente algunas casi 
deportes primariamente hispano que no forma parte de un siempre veces nun ca 
plan de estudios'> 
20 10 16 5 5 14 i,Con que frecuencia se envuelva usted en actividades y casi frecuentemente algunas casi 
deportes no son primariamente hispano que no forma parte siempre veces nunca 
de un plan de estudios9 
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The Academic Achievement Attitude Scale (AAAS) 
0 Randomizations Items 4 3 2 I 
I 7 9 8 7 I i, Que tan bien hace usted sus tareas? muy bien bi en no muy muy ma) 
bi en 
2 3 3 I 3 3 i,Que tan bien hace usted sus examenes? muy bien bi en no muy muy mal 
bi en 
3 5 6 5 5 10 i,Que tan bien le va a usted en la escuela? muy bien bi en no muy muy mal 
bi en 
4 12 II 2 II II i, Con que frecuencia hace usted sus tareas a tiempo" casi frecuentemente algunas cas1 
siempre veces nun ca 
5 4 I 6 4 2 i,Con que frecuencia toma usted sus examenes a tiempo" casi frecuentemente algunas cas1 
siempre veces nun ca 
6 II 8 10 10 21 i,Con que frecuencia va usted a la escuela" casi frecuentemente algunas cas1 
siempre veces nun ca 
7 I IO 3 I 7 i,Con que probabilidad cree usted se graduarli de escuela? muy bien bi en no muy muy mal 
bi en 
8 8 2 7 8 9 i,Que probabilidades tiene usted de ir a la universidad" muy bien bi en no muy muy mal 
bi en 
9 6 7 II 12 12 i,Con que probabilidad cree usted que se graduarli en muy bien bi en no muy muy mal 
universidad? bi en 
IO 9 5 4 2 5 i, Que tan bien lo esta preparando la escuela para su vida muy bien bi en no muy muy ma) 
aduJta? bi en 
II 2 12 12 9 8 i,Que tan bien lo esta preparando la escuela usted para un muy bien bi en no muy muy mal 
empleo? bi en 
12 IO 4 9 6 6 i,Con que frecuencia tiene usted problemas con los profesores casi frecuentemente algunas cas1 
en escuela? siempre veces nun ca 
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APPENDIX E. STUDENT INTERVIEW: SECTION 3 
1. Who makes the major decisions in your home? 
2. Do you have any children? 
3. In general, what kinds of behaviors are expected from males in your family? 
4. In general, what kinds of behaviors are expected from females in your family? 
5. In your opinion, how should the ideal male act? 
6. In your opinion, how should the ideal female act? 
7a. Do you act the way you should for your gender? 
7b. Ifnot, in what ways do you not act as you should for your gender? 
8. In general, what kinds of behaviors are expected from males at school? 
9. In general, what kinds of behaviors are expected from females at school? 
1 Oa. How do you feel you are doing in school? 
1 Ob. Why do you think this is? 
11. Do the things that your family asks or expects you to do ever keep you from doing something that your 
teachers expect you to do? On the other hand, do things your teachers expect you to do ever keep you from 
doing something that your family expects you to do? 
12. What do you do when this happens? 
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1. (,Quien toma las desiciones en su casa? 
2. l Tiene usted hijos? 
3. lEn general, que tipo de comportamientos son esperados en su familia acerca de los hombres? 
4. lEn general, que tipo de comportamientos son esperados en su familia acerca de las mujeres? 
5. lEn su opinion, como debe de actuar el hombre ideal? 
6. lEn su opinion, como debe de actuar Ia mujer ideal? 
7a. lActua usted en la forma que dede de acuerdo a su sexo? 
7b. (,Si no, que comportamientos son diferentes? 
8. lEn general, que tipo de comportamientos son esperados acerca de los hombres en la escuela? 
9. l En general, que tipo de comportamientos son esperados acerca de las mujeres en la escuela? 
!Oa. lComo cree usted que le ua en la escuela? 
I Ob. lPorque cree eso? 
11. l Tien en algun efecto las cosas que su familia le dicen o esperan de usted en sus actividades en Ia escuela y 
afectan las cosas que sus profesores le dicen que haga? Por otra cado, tienen algun efecto las cosas que sus 
profesores le dicen o esperan de usted en sus actividades en su casa y affectan las cosas que su familia es-
peran de usted? 
12. lQue hace usted cuando esto pasa? 
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APPENDIX F. TEACHER INTERVIEW: SECTION 1 
You have been selected to participate in a study on the relationships between gender, acculturation, 
and academic achievement. This interview will last approximately thirty minutes and will consist of two 
sections. The first section consists of questions on demographic information. The second section contains 
open-ended questions on gender roles and the education of students of Mexican heritage. Your responses will 
help people to understand academic achievement among students of Mexican heritage, and will hopefully help 
these students to do better in school. You may stop answering questions at any time with no negative 
consequences. Your answers will be confidential because I am the only one who can connect your name to the 
randomly assigned identification on this sheet and I will not give this information to anyone else. The 
identification number on this sheet will be removed by July 1, 1998. I will also avoid reporting information in a 
way that may allow someone to deduce your identity. You may ask me questions about this interview or the 
study at any time. Thank you for your time and participation. 
Section 1: Demographic Information 
1. How old are you? 
2. Where were you born? 
3. Have you ever spent time in a Latin American country? 
4. Where did you go to school (elementary through college)? 
5. When did you attend these institutions? 
6. Approximately how many Hispanic students did you encounter at each of these institutions? 
7. Where have you taught? 
8. When did you teach at each of these places? 
9. Approximately how many Hispanic students did you encounter at each of these places? 
10. What percent of your students are Hispanic currently? 
11. What percent of your students are of Mexican heritage? 
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APPENDIX G. TEACHER INTERVIEW: SECTION 2 
Section 2: Open-Ended Questions 
1. Do you think teachers have different expectations for males and females? 
2. Do you think teachers have different expectations for Hispanic students and non-Hispanic students? 
3. Do teachers distinguish between students of Mexican heritage and other Hispanic students normally? 
4. Do male students of Mexican heritage behave differently than other male students? 
5. Do female students of Mexican heritage behave differently than other female students? 
6. What would you say some of the characteristics are that differentiate male and female students of Mexican 
Heritage? 
7. How do you think these differential behaviors and characteristics affect academic achievement of these 
males and females in the American school system? 
8. Studies have shown that Hispanic students, and particularly students of Mexican heritage, tend to exhibit 
low academic achievement in the American school system. Do you have any personal hypotheses as to 
why this occurs? 
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NOTES 
1The number of acculturation outcomes has been reported as anywhere from four to 
seven (Berry 1989; Lafromboise et al. 1993; Richman et al. 1987). The additional one to 
three acculturation outcomes result from dissecting the integration outcome. 
2Festinger (1957) originally formulated cognitive dissonance theory, which classifies 
the relationship between two cognitions as either consonant or dissonant. Cognitions are 
classified as dissonant if one of them implies the opposite of the other. This does not 
necessitate polar opposition, but may be exclusionary in nature. Cognitive dissonance is a 
psychological drive that is an aversive state that motivates individuals to try to reduce it by 
changing existing cognitions, or to avoid it by adding new cognitions. If individuals are 
unable to cognitively achieve reduction or avoidance, individuals may be prompted to 
produce behaviors or behavioral changes that permit the construction of consonant 
cognitions. The underlying drive is for cognitive consistency (Goetz et al. 1992). 
Nuckolls (1993) found that cognitive dissonance seems to be universal, the perception 
of what is contradictory is, at least in part, culturally constructed. Therefore, what creates 
cognitive dissonance must be determined for each culture. Likewise, all people in the same 
culture may not use the same strategy for dealing with cognitive dissonance for a given 
contradiction. This has implications for viewing acculturation outcomes as varying strategies 
for dealing with the cultural contradictions encountered during prolonged first-hand contact 
with more than one culture. 
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3Hinton (1996) developed psychosocial dissonance, which is a specific type of 
cognitive dissonance that deals with cultural models and self-concepts. In this theory a 
cultural model is a cognitive schema that is culturally shared. Cultural models are used by 
individuals to interpret stimuli, and from that stimuli determine appropriate behavioral 
responses. When stimuli are being interpreted and possible behaviors are being examined the 
most general, or upper most level, of schema is used. Since these high level schemata are 
often cultural models, culture tends to set most behavioral goals and is responsible for 
motivational forces. The motivational force a particular cultural model has varies according 
to the degree to which an individual has internalized a particular cultural model and the 
emotional response that it elicits. The significance of a particular cultural model also differs 
according to its applicability to a given context. The self-concept, or how individuals view 
themselves, varies as well according to context. Therefore, psychosocial dissonance occurs 
when a contextually dependent self-concept functioning under a contextually applicable 
emotionally salient cultural model comes into conflict with another contextually applicable 
emotionally salient cultural model that violates the individual's contextually dependent self-
concept. 
For example, in the context of this study, an individual would experience 
psychosocial dissonance when her parents ask her to watch her brothers and sisters on a 
weekday because it comes into conflict with her personal educational goals, which involves 
going to school. If she skips school to baby-sit her brothers and sisters she follows the "good 
daughter" model that shapes her self-concept in familial interactions. However, by doing so 
she would violate the "good student" model that shapes her self-concept in the educational 
institution, and vice versa. Although these models and self-concepts had once been salient in 
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different contexts, the two models have become juxtaposed, which causes psychosocial 
dissonance that demands disparant behaviors and causes stress. 
4Because of the low sample size in this study (N=30: males N=20; females N=IO) the 
chances of making a beta error (Type II error) is relatively high. This means that there is a 
relatively large probability that two samples will be determined to be not significantly 
different, when they are independent. An alpha error (Type I error) is when two samples are 
judged to be independent when in fact they are not independent. 
5The grade point average (GPA) for all students of Mexican heritage involved in this 
study is low compared to the estimated mean GP A for the entire school. The average GP A 
for the school has been estimated at 2.80 by one of the counselors at the Marshalltown high 
school, whereas the average GPA for the sample was 1.58. The counselor also indicated that 
there were relatively few students in the middle, most either had high or low GP As. This 
individual indicated that, "There seems to be an increasing trend in the school system that 
students either get it or they don't." As found in many other studies on Hispanic academic 
achievement, the majority of students of Mexican heritage do not "get it". Only two students 
in this study had a GPA above 2.80, one male and one female. The male (3.00) exhibited 
integration using the BAS and separation using gender roles. The female ( 4.00) exhibited 
integration using both the BAS and gender roles. Interestingly, both students had spent 
roughly the same percent of their lives in the United States (PLUS), 67 percent for the male 
student and 66 percent for the female student. 
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6This line of reasoning implies that a smaller proportion of the total male 
population is represented in the school than the proportion of the total female 
population. This would mean that the total population of males in relation to females 
is higher than the approximate ratio represented by the sample. Although at first this 
may seem unlikely, it is probably the case. As indicated in the demographics section, 
within a family males enter the community first followed later by females and other 
family members. That the ratio of males to females was skewed at the time of this 
study probably indicates that the population growth of individuals of Mexican 
heritage in the Marshalltown community is not over, and may not reach an 
equilibrium of males and females for several years. 
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